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Is your town changing? Do you have new neighbors from 
different countries and cultures? This manual is a series of 
ideas and materials for communities like yours. It is designed to 
help individuals and organizations to bring together people from 
diverse backgrounds to work on issues of mutual interest. 
Included are tips on how to begin tools to guide the process. 
where to seek resources, and samples of educational and 
evaluation materials. 
Materials in the manual come from a variety of sources known for 
their expertise and commitment to diversity education and human 
rights. These include the University of Minnesota Extension 
Service, the League of Women Voters, the Human Rights Center 
at the U of M, Minnesota Advocates for Human Rights, the 
Humphrey Institute at the U of M, Aurora Consulting, the 
Chicano Latino Affairs Council, the College of Human Ecology at 
the U of M, The New York Times, Active Voice, and the Iowa 
Bureau of Refugee Services. 
Please let us know if the manual is useful, and whether you have 
programs and materials that you would like to share with other 
communities in the future. 
Additional copies of the manual can be ordered by sending a check 
for $15 made out to the University of Minnesota. Send to: 
Attention - Sue Finnegan, Humphrey Institute of Public Affairs, 
301 19th Ave. South, Minneapolis, MN 55455. 6 12 -6 25 -6 082 
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Guidelines for the Development of Diversity Education 
and Anti-Racism Projects in Rural Communities 
Katherine Fennelly, Professor of Public Affairs, Hubert H. Humphrey Institute of Public 
Affairs, University of Minnesota. August, 2003 
Background and Human Rights Implications 
There have been enormous changes in rural communities since the Farm Crisis of the 
1 980s. With the demise of mid-sized farms, many counties have experienced population 
declines, an exodus of young people and increases in elderly residents. The changes from 
small and mid-sized farms to large agri-businesses has meant more than an economic 
transition in rural communities---it has challenged the identity of rural residents. The ties 
of business to place and community and the sense of interdependence that were strong in 
have begun to dissolve .  Amato (2000) described this phenomenon in Minnesota as 
follows: "The dissolution of small-town politics unfolds against the backdrop of the 
second agricultural crisis in two decades, a crisis that may mark the end of the 
countryside as known since European-American settlement. .. As farms get bigger, farm 
communities (townships, villages and small towns) get smaller and smaller. So, as the 
principal and formative industry of the countryside retreats, agriculture leaves the 
countryside---its people and institutions---a shell of its former self ' 
In many Midwestern and Southern communities meatpacking and poultry processing 
plants have filled this breach, moving from urban centers to small communities near 
water and grain supplies and attracted by the tax incentives offered by rural communities 
and the opportunity to recruit non-union, low wage workers. (Benson, 1 999; Yeoman, 
2000; Cantu 1 995; Griffith 1 999) Many of these industries recruit a labor force 
composed principally of African and Asian refugees and Latino immigrants. 
The influx of immigrants brings vibran<;y and vitality to many communities . Many rural 
towns face an aging populace, the loss of residents and retail businesses, declining school 
enrollments, and a corresponding decrease in the tax base. In addition to a much needed 
labor force, immigrant workers and their families bring new tax revenues in the form of 
sales and property taxes (whether for purchased or rental units), increases in school 
enrollments and the stimulus of new retail services. 
Rapid diversity also poses challenges related to the absorption of immigrants and 
refugees with unfamiliar languages, cultural and religious practices, and the sequellae of 
torture, violence and extreme poverty. The reactions of community members are mixed -
ranging from efforts to embrace and integrate immigrants, to expressions of fear, 
xenophobia and racism. The challenge is particularly great in rural communities in which 
diversity is a recent phenomenon, but which are removed from the educational and 
service resources of urban areas. 
These economic and demographic changes have other important human rights 
implications. Meat processing is one of the most dangerous occupations in the United 
States, and the industry has a history of safety and labor violations . The combination of 
difficult work conditions and discrimination against immigrant residents prevents the 
integration of many foreign-born residents into local communities . Without what Chavez 
(1992) has called 'links of incorporation' (secure employment, family formation, the 
establishment of credit, capital accumulation, family formation and competency in 
English') immigrants are left in marginal social and economic conditions . 
A Focus on the "R" Word: Racism 
Our focus on anti-racisim programs grew out of research by Fennelly and Leitner (2002) 
on race relations in Faribault, Minnesota, a rural community of 20,000 residents with a 
large poultry processing plant. Focus groups were held in the summer of 200 1 with U.S .  
and foreign-born residents to understand their perceptions of changes in  the town and 
cross-cultural relationships. White residents in the focus groups frequently described an 
idealized past -before the influx of immigrants, as in the quote below: 
We used to feel like we knew everybody. I mean, you used 
to walk around town and you could walk down Main Street, 
and you knew everybody, you knew all of the faces. And 
now, you don 't know all the faces. And so, I think 
sometimes you feel a little isolated, or maybe vulnerable, 
just because you 're not familiar with the person 's 
background or their culture or whatever. 
Researchers have shown that if exposure to persons of different ethnicities does not 
include close social interactions, it can increase, rather than decrease stereotyping (Bums 
and Gimpel, 2000). 
I feel like we have maybe three communities existing right 
here-and you know, we overlap the grocery store or the 
gas station or whatever, but basically they kind of go to 
their little areas, and we kinda go to our little areas ... the 
European - the white Europeans - the Hispanic, and I 
would say the African. 
The focus group participants quoted above describe situations that are typical of many, if 
not most, rural communities with recent increases in immigrants- one of proximity 
without interaction. The result is prejudice and deep ignorance about the circumstances 
of immigrant neighbors . These prejudices may be expressed privately, or publicly as in 
the following excerpt from a letter to editor of the local paper: 
First, we don't need any more immigrants in the country. 
We have too many now. We give them free schooling, free 
medical, free housing and food stamps, plus free housing 
and in most cases a car to drive . . .  Why is it that we support 
these people and then the money they make they send back 
to their families from wherever they are from . . .  So I say 
we put out "no yacancy" signs-we are full up. (Faribault 
Daily News; 3/03) 
Misperceptions abound concerning what brings foreign-born residents to rural 
communities and their circumstances once they arrive; misrepresentations are also 
actively fomented by local and national anti-immigrant groups.  There is an important 
need to counteract these campaigns with factual information about the benefits of 
diversity, as well as the challenges. The creation of healthy, multicultural communities 
requires that long-term residents understand the context and motives for immigration, as 
well as the characteristics and values of new residents. 
Many programs address the needs of immigrants and refugees in U.S .  communities, but 
few focus upon the attitudes of white, U.S .-born residents in towns undergoing rapid 
demographic change. Our research suggests that rural Americans have little knowledge 
of the motives for emigration, experiences and struggles of their foreign-born neighbors, 
and that the influx of immigrants is frequently met with fear and xenophobia. Racism is 
an acquired attitude, and our premise is that increased understanding and personalization 
of the experiences of immigrants will reduce racism and promote healthy community 
��m. 
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Most school districts sponsor programs to celebrate diversity and some specific curricula 
emphasize ethnic heritage, but few schools specifically address immigration or cross­
cultural relations. The best 'teachers ' in these efforts are foreign-born residents 
themselves, and a unique aspect of the project is an emphasis on the personal stories of 
immigrants and refugees. 
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Brief Suggestions for Beginning to Work with New, Diverse, 
and Historically Underserved Populations and Audiences 
UNIVERSITY OF MINNESOTA EXTENSION SERVICE 
Office of Diversity and Inclusion 
Minnesota has four state-level councils, representing the principal minority racial/ethnic 
groups of the United States. These councils, which have been in existence since the mid­
seventies, advocate for the interests and aspirations of historically underrepresented and 
underserved populations in the state. In many instances, they are excellent resources on each 
group in Minnesota. They are: 
Council on Black Minnesotans 
2233 University Avenue West, Suite 426 
St. Paul, MN 55114 
651-642-081 1 
Council on Asian-Pacific Minnesotans 
525 Park Street, Suite 105 
St. Paul, MN 55103 
651-296-0538 
www .state.mn. u.s/ebranch/caprn/ 
Minnesota Indian Affairs Council 
525 Park Street, Suite 303 
St. Paul, MN 5 5103 
651-284- 3567 
www .indians.state.mn.us/ 
Chicano Latino Affairs Council 
555 Park Street, Suite 210 
St. Paul, MN 55103 
651-296-9587 
www .clac.state.rnn.us/ 
Additionally, there are two other state-level councils that work with special populations : 
Council on Disabilities 
121 East Seventh Place, Suite 107 
St. Paul, MN 55101 
651-296-6785 
'NWVV. di sabi 1 i tv. state. mn. us 
The Legislative Commission on the Economic Status of Women 
85 State Office Building 
St. Paul, MN 55155 
651-296-8590 
\VWW. commissions . leg. statc.mn.us/l ccsw I 
New and underserved populations generally congregate around critical social service 
agencies and non-profit organizations that serve their particular community needs . CURA 
(The Center for Urban and Regional Affairs at the University of Minnesota, 612-625-1551, 
www.cura.umn.edu ) publishes an excellent resource directory called: "A Directory of 
Nonprofit Organizations of Color in Minnesota." This resource lists many of these agencies 
throughout the state . Another excellent resource in this regard is the "Minnesota Ethnic 
Resources Directory'' published by the International Institute of Minnesota ( 651-647-0191, 
www .iimn.org ) . 
Several of these communities also have their own bu.siness and residential directories. Some 
examples follow : 
Hmong American Residence and Business Directory, 651 -224-9395 
Asian Business and Community Directory, 651-224-6570 
Mjnnesota Hispanic Directory, 612-729-5900 
The Twin Cities Black Pages, 612-333-8255 
The Source : The Ultimate Gay Community Directory, 800-797-2676 
Minnesota has eleven American Indian Reservations located throughout the state . Generally 
speaking, members of the Minnesota Chippewa/Ojibwe Tribe live in reservations whereas 
members of the Sioux/Dakota Tribe live in communities. Their names along with 
corresponding counties follow : 
Red Lake Reservation : Beltrami, Clearwater 
Bois Forte Reservation: Koochiching, St. Louis 
Grand Portage Reservation :  Cook 
White Earth Reservation: Mahnomen, Becker 
Leech Lake Reservation: Cass, Hubbard 
Fond Du Lac Reservation: Carlton 
Mille Lacs Reservation: Mille Lacs, Crow Wing 
Upper Sioux Community: Chippewa, Yellow Medicine 
Lower Sioux Community: Renville, Redwood 
Shakopee Mdewakanton Sioux Community: Scott 
Prairie Island Sioux Community: Goodhue 
Additionally, the Twin Cities urban area is home to nearly 25, 000 American Indians (2000 
Census) . Neighborhoods with the highest percentage of American Indian populations (1995) 
are as follows : 
Phillips: 34% 
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Powderhom: 6% 
Whittier: 5% 
Hawthorne: 4% 
Jordan: 3% 
Minnesota has three American Indian Land-Grant Colleges (1994). They are: 
Fond du Lac Tribal and Community College 
21 0 1 14th Street 
Cloquet, MN 55720-2964 
TEL: (218) 879-0800 
FAX: (218) 879-0814 
Donald Day, President 
Leech Lake Tribal College 
Route 3, Box 100 
Cass Lake, MN 56633 
TEL: (218) 335-2828 
FAX: (218) 335- 7845 
Larry Aitken, President 
White Earth Tribal College 
202 South Main Street, P.O. Box 478 
Mahnomen, MN 56557 
TEL: (218) 935-0417 
FAX: (218) 935-0423 
Judy Fairbanks, Interim President 
Religious organizations offer places where new and underserved populations typically 
assemble. Look for churches, temples, synagogues, mosques, and other similar institutions 
where communities gather to meet their religious and spiritual needs. 
Community health care facilities such as reservation based clinics, migrant health service 
clinics, federal public health service clinics, and other income based health care facilities 
accommodate new and underserved populations. There are nearly 70 clinics that serve low­
income residents throughout Minnesota. In the urban setting, large county hospitals such as 
the Hennepin County Medical Center (HCMC) as well as smaller clinics such as St. Mary's, 
La Clinica, and the People's Clinic provide low cost health services to these populations. 
Many communities and neighborhoods have food shelves, second -hand clothes shops, and 
homeless shelters (Goodwill, Care and Share Center, etc.) where new and underserved 
populations tend to congregate. 
Schools are another point of congregation for new and underserved populations, particularly 
English as a Second Language (ESL) programs operated through the schools' adult and 
continuing education efforts. Additionally, riding the local school bus, after school, can 
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provide valuable information as to where new families live. In rural areas with significant 
migrant seasonal farm worker populations, the local school district generally operates a ( 
Migrant Summer School Program as well as a Head Start Program for infants during the 
migrant employment season. Some of these programs are located in the following school 
districts: Anoka-Hennepin, Argyle, Bird Island, Breckenridge, Glencoe -Silver Lake, Long 
Prairie-Grey Eagle, Montevideo, Montgomery -Lonsdale, Moorhead, Owatonna, Renville, 
Rochester, Sleepy Eye, St. James, and Willmar. 
The Minnesota Food Association operates a New Immigrant Agricultural Project for new 
immigrant farmers, as does the University of Minnesota Extension Service in its Rosemount, 
Minnesota ROC (Research and Outreach Center) facility. 
New populations generally work in the agricultural, service, and blue-collar sectors of the 
economy. In rural areas, meat and poultry packing, food processing industries as well as 
farm labor in the sugarbeet fields provide the bulk of employment opportunities for 
newcomers. Recently, many Latino workers are finding employment in large dairy 
operations. In the urban areas, factories, restaurants, hotels, 
greenhouses/nurseries/horticultural operations, and the construction trades offer the most 
opportunities for employment. Below is a partial listing of large employers in rural areas: 
Albert Lea 
Austin 
Butterfield City 
Faribault 
Gaylord 
Long Prairie 
Madelia 
Marshall 
Melrose 
Owatonna 
Pelican Rapids 
St. Charles 
St. James 
Wells 
Willmar 
Windom 
Worthington 
Farmland Foods*, Hudson, Holsum, Hormel, Quality Pork 
Hormel, Quality Pork, Austin Packaging 
Butterfield Foods 
The Turkey Store (Jennie -0), Faribault Foods 
M.G. Waldbaum Co. 
Long Prairie Packing Co. 
Tony Downs Food Co. 
Heartland Food 
Jennie-0 
Midwest Foods 
West Central Turkeys 
North Star Foods 
Armour Swift Eckrich, Tony Downs Food Co. 
Swift Eckrich 
Jennie-0, Willmar Poultry Co. 
PM Beef 
Swift & Co., Monfort Pork, Inc. 
*The Farmland Foods plant in Albert Lea burned down in 2001 and has not reopened to date. 
Most communities and neighborhoods have small shops, restaurants, and small family -owned 
markets that cater to the needs and palates of the new populations. Additionally, in close 
proximity to one of these establishments, one generally finds a place to make local and 
international phone calls using phone cards, a travel agency specializing in the newcomers' 
place of origin, a place to cash checks or buy money orders as well as a place to send money 
home by electronic wire transfer (Western Union is one such popular service). 
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Because of their immigrant status in the country, many new populations are quite 
knowledgeable of the local INS (Immigration and Naturalization Service) office. The INS is 
now part of the new U.S. Department of Homeland Security and its new name is the Bureau 
of Citizenship and Immigration Services (BCIS). Additionally, the relationship of new 
populations with the local police department, the DNR (Department of Natural Resources), 
and other law enforcement agencies is generally quite strained due to multiple and reciprocal 
legal and cultural entanglements and misunderstandings. 
In addition to new and underserved populations from the various racial and ethnic groups, 
other historically disenfranchised groups in communities also tend to be excluded from full 
participation in our society by virtue of their gender, religion, social/economic class, 
disability, age, and/or sexual orientation. These underserved and underrepresented groups 
can be found in every single community in the land. fu many cases, all one has to do is begin 
to see with new eyes in order to discover them anew in our midst. 
Historically underserved as well as new populations have numerous media outlets that cater 
to their particular needs. Newspapers, radio, and television programs can be found in every 
conceivable manifestation throughout the State of Minnesota. Some of the more important 
newspapers are: 
Minnesota Spokesman-Recorder (African American) 
Insight News (African American) 
Native American Press (American Indian) 
The Circle (American Indian) 
Indian Country (American Indian) 
Anishinabeg News (American Indian) 
La Prensa de Minnesota (Hispanic) 
Asian American Press (Asian American) 
Asian Pages (Asian American) 
Hmong Times (Hmong American) 
The Minnesota Women's Press (Women) 
Access Press (Disability) 
Equal Time Newspaper (GLBT) 
Lavender Magazine (GLBT) 
Some additional resources to learn more about these populations follow: 
Center for Rural Policy and Development 
600 South Fifth Street 
Suite 211 
St. Peter, MN 56082 
507-934-7700 
www.mankato.ms us. cdu/ruralmn 
RACER (Hispanic Advocacy for Community Empowerment through Research) 
5 
330 HHH Center- University of Minnesota 
301 19 th Avenue South 
Minneapolis, MN 5 5455 
612 -625-0573 
W\VW. haccr-rn n. org 
Center for Victims of Torture 
71 7 East River Road 
Minneapolis, MN 55455 
612 -626 -1400 
www.cvt.org 
Greater Minnesota Housing Fund 
332 Minnesota Street 
Suite 1310 East 
St. Paul, MN 55101 
651- 221-1997 
Indian Affairs Council 
18 19 Bemidji Avenue 
Bemidji, MN 566 01 
2 18 -755 -3825 
Intercultural Mutual Assistance Association 
16 SW ?111 Avenue 
Rochester, MN 55902 
507-289-5960 
Lao Family Community Services 
320 West University Avenue 
St. Paul, MN 5 5103 
651-221-0069 
www. lao famil v. org 
League of Minnesota Human Rights Commissions 
4100 Lakeview Avenue North 
Robbinsdale, MN 55423 
763-535-1051or 612 -376-0525 
Minnesota Advocates for Human Rights 
310 Fourth A venue South 
Suite 1000 
Minneapolis, MN 55415 
612 -341-3302 
v-.rww .mnadvocates.org 
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Minnesota State Demographic Center 
658 Cedar Street 
Room 300 
St. Paul, MN 55155 
651-296-2557 
\VVv\v.mnplan.state . .nm.us 
University of Minnesota 
Program in Translation and Interpreting 
214 Nolte Center 
315 Pillsbury Drive SE 
Minneapolis, MN 55455 
612-624-5024 
www .cla.umn.cdu/pti/ 
University of Minnesota Law School 
Institute on Race and Poverty 
Walter F. Mondale Hall, Room 415 
229-19th Avenue South 
Minneapolis, MN 55455 
612-625-8071 
www.umn.edu/irp 
Resource Center of the Americas 
3019 Minnehaha A venue 
Minneapolis, MN 5 5406 
612-276-0788 
www.amencas.org 
United Migrant Opportunity Service, Inc . (UMOS) 
3400 First Street North 
Suite 103 
St. Cloud, MN 56303 
320-650- 1715 
WW\V.umos.org 
Centro Campesino 
104 Yi Broadway # 206 
Owatonna, MN 56560 
507-446-9599 
Midwest Migrant Education Resource Center 
1564 Englewood 
St. Paul, MN 55104 
651-645-9005 
www.hamliJle.edu/ mm ere 
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District 202 
1 601  Nicollet A venue South 
Minneapolis ,  MN 55403 
6 1 2-87 1 -5559  
www.dist202.org 
Program in Human Sexuality 
University of Mim1esota 
1300 South Second Street 
Suite 1 80 
Minneapolis, MN 5 5454 
6 12-625-1500 
www.med.umn.edu/fp/phs/phsindcx .htm 
OutFront Minnesota 
3 1 0 38th Street East #204 
Minneapolis, MN 55409 
6 1 2-822-01 27 
www .outfront.org 
PFLAG (Parents, Families, and Friends of Lesbians and Gays) 
P 0 Box 8588 
Minneapolis, MN 55408-0588 
6 1 2-825- 1660 
abertke({Z�scc. net 
Minnesota State Council on Disabilities 
1 21 East Seventh Place, Suite 1 07 
St. Paul, MN 5 5 1 0 1  
65 1 -296-6785 
www.disability.state.11111.us 
8 
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Aurora Consulting 
Free or Low-Cost Resources for Minnesota 
Communities Undertaking Diversity Work 
Aurora Consulting provides services in four areas :  leadership development, coaching, strategic 
development, and facilitation. Our mission is to work in partnership with communities and 
organizations in order to develop helpful knowledge and ski lls that remain the community. 
Aurora Consulting, Inc . ,  
6544 Promontory Drive, Eden Prairie, MN 5 5346; 6 1 2-207-4050 
Contact: Sharon Roe Anderson, sharonanderson@mn.rr.com 
Center for Holocaust and Genocide Studies 
CHGS provides information, speakers and courses about the Holocaust and 
contemporary issues of genocide. 
Contact: Dr. Stephen Feinstein, 6 1 2-626-2235 or Vicky Knickerbocker, 6 1 2-624-0256. 
See web page: www .chgs.umn.edu for events and contact information. 
Center for New Community, Chicago 
Research, analysis, materials, and reports on anti-immigrant activity at state, regional, and 
national level; education, training, and organizing assistance to communities addressing anti­
immigrant activity; development of multiracial, cross-cultural faith-based community 
organizations to address a wide range of housing, health care, transportation, and other social and 
economic issues identified by rural meatpacking and poultry processing communities . 
PO Box 346066, Chicago, IL 60634; 708-848-03 1 9; www .newcomm.org 
Contact Devin Burghart, Director, Building Democracy Initiative or The Rev. David Ostendorf, 
Executive Director 
Center for Rural Policy and Development 
Research on the changing demographics in Greater Minnesota communities; maintains an 
inventory of community-based programs designed to address local diversity issues; collaborates 
with statewide groups to improve multi-cultural awareness and programming. 
600 S. Fifth St. ,  Suite 2 1 1 ,  St. Peter, MN 56082; (507) 934-7700 (v); 
www .mankato .msus.edu/ruralmn/ 
Contact: Jack Geller- jgeller@ruralmn.org 
Daniel Detzner, Professor of Family Social Science, U of M 
Can offer fall, 2003 workshop for teachers interested in teaching high school students to do 
ethnographies, or student interviews with elders, as a means of learning about ancestry and 
diversity. 
Contact: Dan Detzner detzner@che. umn.edu (6 1 2) 625-0252 
Human Rights Resource Center, University of Minnesota 
The main goals of the Resource Center are to: ( 1 )  create and distribute Human Rights Education 
(HRE) resources via electronic and print media; (2) train activists, professionals, and students as 
human rights educators; (3) build advocacy networks to encourage effective practices in human 
rights education; 411d (4) support the United Nations Decade for Human Rights Education ( 1 995-
2004). 
Contact: Kristi Rudelius-Palmer, Co-Director, 6 1 2-626-7794; e-mail: krp@tc.umn.edu 
See web page for more information: http ://hrusa.org/ 
Humphrey Institute of Public Affairs, University of Minnesota 
Research data on demographic change; assistance evaluating diversity programs 
Workshops and talks on multi-cultural relations; links to other groups working in immigration 
and cross-cultural relations 
Fall semester, 2003 contact: Marsha Milgrom mmilgrom@hhh.umn.edu 
League of Women Voters 
The League of Women Voters, a nonpartisan political organization, encourages the informed and 
active participation of citizens in government and influences public policy through education and 
advocacy. There are 4 1  local leagues in Minnesota. 
Contact : Sally Sawyer, Executive Director ssawyer@lwvmn.org 
550 Rice Street, St. Paul, MN 5 5 1 03; (65 1 )  224-5445 
www . lwvmn.org 
Minnesota Advocates for Human Rights 
The Human Rights Education Program of Minnesota Advocates for Human Rights works with 
teachers, community volunteers, and students throughout the Midwest to promote the practice of 
human rights education in primary and secondary learning environments throughout Minnesota 
through recruitment, training, direction and support of teachers, adult volunteers and emerging 
student activists. Through the BIAS (Building Immigrant Awareness and Support) Project, we 
work in collaboration with community partners to build thriving diverse communities that 
capitalize on the contributions of new refugees and immigrants. Our resources include: 
• 
• 
Volunteer speakers bureau - to address specific human rights topics for schools, churches, 
community groups, and others 
Teacher training - strategies for teaching about immigration, international human rights, 
child labor, etc . with links to new Minnesota Graduation Standards 
,., 
• Staff development programs customized for service providers, attorneys, business 
professionals and others wanting to learn more about current human rights issues such as 
the death penalty, international justice mechanisms, refugees, and immigration 
• Student workshops - interactive sessions that link to their existing curriculum and/or to 
service learning requirements 
• Workshops on immigration law - informational programs for immigrants and non­
immigrants 
• Internet resources pertaining to the legislative and societal impact of the events of Sept. 
11th 
• Curricular resources for use in human rights education throughout the U.S .  that are based 
on the fieldwork that we do locally, regionally and internationally 
• Community forum events and periodic guest lectures that are open to the general public 
Contact: Megan Powers, mpowers@mnadvocates.org 
www.mnadvocates.org 
Resource Center of the Americas 
Our Mission: The Resource Center of the Americas informs, educates and organizes to promote 
human rights, democratic participation, economic justice and cross-cultural understanding in the 
context of globalization in the Americas. 
• Library: Public lending of over 10,000 books, periodicals, lesson plans and curricula, 
and 500 videos on such topics as :  globalization, U.S .  foreign policy, Latin America and 
U.S .  Latinos, popular education and community organizing. 
• Each year we also host dozens of visits by college, high-school and grade-school classes 
and fulfill hundreds of educator requests for classroom materials. 
3019 Minnehaha Avenue, Minneapolis, MN 55406, 612-276-0788 
For more information, see website: http : //www .americas.org/ 
University of Minnesota Extension S ervice 
Extension can offer workshops on building cultural understanding; working with customers 
and/or clients from non-dominant cultures; linguistic and cultural adaptation for programs and 
materials; and assistance incorporating diversity and inclusion perspectives in community 
economic development plans, leadership programs and civic engagement opportunities. 
Contact Joyce Hoelting, Program Coordinator for Community Development and 
Vitaliy, 612/625-8233 ihoeltin@umn.edu. 
Dick Senese, Associate Dean - Community Vitality, 
612-625-7779 work 612-625-1955 fax 
dsenese@umn.edu 
45 8 Coffey Hall, 1420 Eckles Ave, St. Paul, MN 55108 

CURRICULUM IDEAS-
"Energy of a Nation" - MN Advocates for Human Rights -This curriculum addresses human 
rights and immigration history and current issues . 
"Moving Toward Respect" - a teaching curriculum developed by Cor Suijk, Barry van Driel 
and others of Contemporary Holocaust Education Inc . This teaching manual was designed to 
help teaches stimulate honest and thought-provoking discussion with their students about the 
themes of prejudice, discrimination, intolerance, and bigotry. 
"Memories of the Night: A Study of the Holcaust" -written by Anita Meyer Meinbach and 
Miriam Klein Kassenoff. This curriculum guide helps bring to light the important lessons 
students should learn from a study of the Holocaust, including the costly consequences of apathy, 
intolerance, and prejudice as well as the positive benefits of acting in a socially reponsible and 
culturally respectful manner. 
WEBSITES 
http://www . immigrationforum.org 
http://www.ncela.gwu.edu/links/langcult/multi.h1Jn 
http://www. breakthrough. tv/educate/index.cfm 
http://rdfgateway.svr.edu/welcome.html 
www.peacechild.org 
POTENTIAL GRANTORS 
Rotary clubs 
Churches 
Banks 
Corporations 
For both in-kind support (meeting venue, food, faci litators, etc) and funds-many places have 
discretionary funds for local community development/civic engagement activities. 
Other ideas: 
FOUNDATIONS Contact Info: 
LOCAL 
Bremer Foundation www.fdncenter.org/ grantmaker/bremer 
(65 1 )  227-8036 
George Family Foundation www.users.qwest.net/�famphiladv/george.htm 
(6 1 2) 377-8400 
Mardag Foundation www.mardag.org 
(65 1 )  224-5463 
McKnight Foundation www.mcknight.org 
(6 1 2) 333-4220 
Minneapolis Foundation www.mplsfoundation.org 
( 6 1 2) 672-8670 
Southern MN Initiative Fund http ://smifoundation.org/ 
(507) 455-32 1 5  
St. Paul Foundation http ://saintpaulfoundation.org 
(Diversity Endowment Grants) ( 65 1 )  224-5463 
NA TIONAL 
Nathan Cummings Foundation www.nathancummings.org 
(2 1 2) 787-7300 
Education Fund Foundation www.efaw.org 
(203) 226-6498 
Ford Foundation www.fordfound.org 
(2 1 2) 573-5000 
C .S .  Mott Foundation www.mott.org 
(8 1 0) 23 8-565 1 
Needmor Foundation www.fdncenter.org/ grantmaker/needmor 
(303) 449-580 1 
Norman Foundation www.normanfdn.org 
(2 1 2) 230-9830 
Public Welfare Foundation www.publicwelfare.org 
(202) 965- 1 800 
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Who is The Leag ue of Women Voters of M innesota? 
A grassroots organ izat ion 
The League of Women Voters is  a multi-issue, grassroots volunteer organization of  concerned 
women and men working together to better understand and influence the issues that affect us, 
our families, and our future. We are a political, but non-partisan, organization dedicated to 
researching complex questions from all viewpoints. The League does not support or oppose any 
political party or candidate. 
A credible organization 
The League was founded i n  1920 as the successor organization t o  the women's suffrage 
movement. We are highly respected and trusted by the community and by lawmakers at all 
levels of government. 
The League operates at the local, state and national levels. Forty one local leagues serve 
communities throughout the state of Minnesota. The League of Women Voters of Minnesota is 
supported through contributions and membership dues. 
What does the Leag ue do? 
Addresses the issues 
The League tackles critical and controversial matters, taking direction solely from our grassroots 
membership. Our studies are chosen by our members and our positions are arrived at through a 
consensus-based discussion process. Members are kept informed about a wide variety of local, 
state and national issues ... everything from campaign integrity and environmental concerns to 
public education, affordable housing, and childcare. The League encourages citizen 
participation in the electoral process by registering voters and organizing public forums and 
candidate debates to help inform citizens. 
Takes action 
The League reports the results of careful research to members, policy makers and the 
public. We advocate sound, reasonable solutions to today's most pressing policy 
challenges. The League lobbies on positions established by study, discussion, and 
consensus of members. 
How do we relate to you? 
Community i nvolvement 
The League of Women Voters encourages its members to have an impact on governmental 
decisions that directly affect them and their communities. The League promotes participation in 
democracy by encouraging fellow citizens to vote wisely, by giving them the necessary 
information to do so, and by taking action on issues important to them. 
For more information on the League of Women Voters of Minnesota or how to start a local 
league in your community contact us at www.lwvmn.org or 651-224-5445. 
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·01 FFERENT ORGANIZATIONS. 
DIFFERENT MISSIONS. 
ONE GOAL.· 
EDUCATING ABOUT WORLD ISSUES IN MINNESOTA 
flJ 
THECENlER 
FOR VICTIMS OF TORTIJRE 
MiJ115a:a Sdxxls Projoct <fthe Center for Victims of Torture provides training and consultation to 
Minnesota primary and secondary school staff including teachers, counselors, social workers, 
nurses and administration, as well as for the student body on the effects of war trauma on 
children and technique to deal 'With this challenge: 
In-service training sessions for school staff on the effects of war trauma, the refugee experience, 
school adjustment and other issues related to war violence. 
Individual consultations for school staff to assist with learning and behavior concerns of 
particular students and with finding appropriate community resources. 
Presentations for students to encourage greater understanding and support among non-refuge 
. youth for their refugee peers, and presentations for refugee youth to discuss issues related to war 
and refugee experiences and cultural adjustment. 
. C.Ontact: Project Coordinator, Mirjana Bijelic at 6 U;·627.4320 or mbijelic@cvt.org 
The Resource Center of the Americas informs, educates and organizes to promote human 
rights, democratic participation, economic justice and cross-cultural understanding in the context · 
of globalization in the Americas. 
We take our commitment to educate aboµt the Americas very seriously and we do this in many 
ways: through our large lending library, specializing in teacher cunicula materials, including: .Many 
( 
Faces of Mexico, Latino Voices and Clllld Labor is Not Cheap, and our many other programs · \ 
including_Encuentros Latinos, inviting classrooms to our urban setting to learn more about Latin 
America and its people. The Resource Center also has a Professional Development conference 
series. This fall we launched our R�am TeadingLatim Students, geared for all Minnesota 
educators - with our rapidly growing Latino population, if you have not yet had a Spanish­
speaking student in your classroom, you will soon. 
OJntact: Kay Yanisch, Director of Educational Programming, kyanisch@americas .. org 
3019 Minnehaha Ave., Minneapolis, MN ·55406 6U-276-0788xt. 13www.americas.org 
• 
World Citizen Inc. is a non-profit educationai organization engage4 in challenging and 
supporting teachers and students to be lifelong peacemakers. The mission of World Gtizen is to 
involve as many people as we can, starting -with children, in activities that promote a peac�ful, 
healthy and non-violent world: the Peace Site Program, the annual Nobel Peace Prize Festival and 
the Peace Education Programs. 1World Gtizen Inc. is promoting "Planet Earth iri Every 
dassroom: A New Way of Thinking". For more inf onnation please contact: 
World Citizen Inc., 2145 Ford Parkway, Suite # 300, St. Paul, MN 55116 651-695-2587 or 
1-800-486-7664 fax: 651-695-0254 
Email: mail@peacesites .org, www.peacesites .org. 
""jfn111· \ '. "'-1• 
ADVOCATES 
FOR HUMAN RIGU'IS 
M ir!J'K5cxa A cfax:atf5 for Hurrun Riixs works with educators and students through the Jollowing 
programs: The BJ.AS. Project (Building Immigrant Awareness and Support),  which proVides 
accurate information on immigrant issues and the immigrant and refugee experience, and the 
Human Rights Education Program, which promotes and develops the practice of human rights 
education in primaty and secondary learning environments throughout Minnesota. Our services 
include: 
Teacher training, support and professional development opportunities ,  including strategies 
for teaching about immigration and working with immigrant and refugee students; Written and 
video cuniculum materials on immigration, human rights issues, and children's rights ; Special 
events and workshops for students; Recruitment, direction, and support of teachers, 
volunteers and emerging student activists who wish to bring human rights education to their 
schoolsl and Consulting for individual schools as requested. 
Contact: Minnesota Advocates for Human Rights, 310 Fourth Avenue South, Suite 1000, 
Minneapoli.s ,  MN 55415,: www.mnadvocates.org . . 
Therese Gales, (612) 341-3302, ext. 116 (tgales@mnadvocates.org) Deanna Gallagher� 
·612.341.3302, ext. 103 (dgallaghet@mnadvocates .org) Megan Powers, 612.341.3302; ext i12 
(mpowers@mnadvocates .org) 
-
' UNJVERSITY OF Ivf ir�-NESOT.\ 
I ::;:::c��:�er. 
The Human Rights C£nter trains effective human rights professionals and volunteers throug�: 
(1) applied research work, (2) development and distribution of educational tools, {3) fellowship, 
field, and training opportunities, (4) updating the on-line sites in multiples languages -- . the Human 
Rights Library (http:/ /www.umn.edu/humanrts) and the Resource C.enter (http:/ /WwW.hrusa.org), 
and (5) creating strategic collaborations for human rights education on local, regional, nati�nal, and 
international levels . 
The Human Rights Resource Center, an integral component of the University of Minnesota 
Human Rights Center, is a national clearinghouse for Human Rights Education (HRE) resources, 
training, and advocacy networks. It was established in 1997 to educate people in the United States 
about human rights with funding from the Ford Foundation, the Stanley Fonndation, and other 
non-governmental partnerships. The Resource Center currently clistributes more � 75 human 
rights education materials, including 1he HurmnRi!fes EducationSeri£5, booklets on the Universal 
Declaration of Human Rights and the C.Onvention on the Rights of the Child, training guides, 
resource kits, cunicula, books, posters, and videos. The Resource Center also coordinates ·a 
National Training of Trainers for Human Rights Education Institute and conducts numerous HRE 
local, regional, national, and international workshops. _ _ _ . _ - .  
C.Ontact: Kristi Rudelius-Palmer, Co-Director, N- 120 Walter F.  Mondale Hall2290-019th 
Avenue South, Minneapolis , MN 55455, 6U.626.7794, Fax 612-625-2011 krp@tc.umn.edu 
www.umn.edu/humanrts 
· 
Institute for Global Studies 
. University of Minnesota 
Presentations and In-Services /Or Educators 
Bring a human face to human cultures, geography, hist01y, foreign languages, politics, global 
studies, and/ or area studies. The Institute for Global Studies is dedicated to the teaching of 
international studies and increasing global awareness in students. We tailor design presentations and 
in-services for K- 12 educators on a wide array of international topics. 
L<rking,forsWE idms? Some of our past presentations have included globalization trends and 
patterns, international trade, ecology, migration and resettlement, indigenous people's movements, 
and the European union. Nmi a little hdp? Scholarships are available on a first-come first-serve 
basis to support a presentation at your school through Title VI grants from the US Department of 
Education. 
Contact Outreach Coordinator. 612-624-7346 , email: igs@tc.ufnn.edu. 
http:/ I igs.cla.wnn.edu 
TOLERA N C E  M I N N ESOTA 
Tolerance Minnesota, an educational initiative of the Jewish C.Ommunity Relations Council of 
Minnesota and the Dakotas, is designed to provide educators "With the tools to teach children about 
tolerance, anti-bias behavior and multiculturalism. Tolerance Minnesota will eventually reach all 
school districts in the state of Minnesota. 
The goal of Tolerance Minnesota is to educate youth about other cultures, teach anti-bias behavior, 
eradicate racism and prevent discrimination while still promoting student achievement and social 
success . Tolerance Minnesota seeks to offer educators, students and ultimately communities 
expanded tolerance and anti-bias learning opportunities -while remaining within the framework of 
existing cunicula. Leaming opportunities will come through workshops, seminars, a newly 
expanded resource center, interactive educational website, civil rights speakers bureau, multi­
cultural interactive festivals, artist in residence programs, art sho"\VS and projects. Tolerance 
Minnesota will support and encourage efforts to improve academic achievement and enhance 
understan� of other cultures both historically and socially. Our vision is to see Tolerance 
Minnesota become a center for the advancement of civil rights, multi-cultural understanding, 
innovative tolerance and anti-bias resources throughout the Midwest. · 
Contact: Lisa Lane at ( 651) 699-1035 or lislan@msn.com 
or the Jewish Community Relations O:>uncil of Minnesota and the Dakotas at ( 612) 338-
7816 
CONTACT THESE OTHER ORGANIZA TIONS FOR ADDITIONAL PROGRAMMING: 
• Growing Cnmmunities for Peace, 651-257-2478, peace@peacemaker.org 
www.peacemaker.org 
• Nonviolent Peace Force - You!h Force, 651-487-0800 michael@nonviolentpeaceforce.org 
www.nonviolentpeaceforce.org 
• United Nations Association of Minnesota, 612-333-2824, www.unamn.org 
/ 
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D iver s i ty Leader ship Workshop : 
Focus on Inuni gra t i on i n  Rura l Conunun i t i e s  
Augus t 1 8 , 1 9 , 2 0 ,  2 0 0 3  
Highlights: 
• Working one-on-one with experts in immigration, multicultural education, human rights, 
education and curriculum development 
• Developing a pilot project for district-wide diversity education and action 
• Applying a human rights framework 
• Participating in a pilot project incorporating the Public Television Series "The New 
Americans" into your curriculum 
• Becoming part of a rural diversity network 
• Acquiring techniques for identifying and dealing with racism and bias 
• Learning to use a 4'Diversity Toolkit" 
• Opportunities to meet with African, Asian and Latino community members 
• Leaming about the changing demography of your community 
• Taking a fieldtrip to a migrant labor camp 
Eligibility : The workshop is by invitation only to education and community leaders interested 
in participating in a pilot project testing new approaches to teaching about human rights and 
diversity. Participants will be asked to make a personal commitment to developing and carrying 
out the work. 
Dates, Location and Schedule: August 1 8, 1 9, 20, 2003 , Our Savior' s Lutheran Church, 
1 207 Prairie Ave. SW, Faribault. The workshop will be held from 8 :30 a.m. until 4 :30  p.m. each 
of the three days. 
Cost: The workshop is offered free of charge. Continental breakfasts, lunches, and 
beverages will be provided. Participants will be asked to make a personal commitment to 
developing -and then helping to implement-a community-wide diversity plan. 
( 
D iver s i ty Leader ship Workshop : 
Focus on Immi gra t i on in Rura l  Communi t i e s  
Augu s t  1 8 , 1 9 , 2 0 , 2 0 0 3  
Description : Three-day summer workshop for a leadership team from Faribault and some 
observers from Northfield. The workshop will be followed by a 2-day session in the fall .  
Purpose: The development of locally driven action plans for improved cross-cultural relations. 
Goals: 
1 .  learn about the changing demography o f  their communities 
2 .  apply a human rights framework to diversity education and action 
3 .  discover and utilize new tools for teaching youth about diversity; and responding to 
racism 
4. become part of a diversity education network 
5 .  develop a plan for  action 
Monday, August 1 8 : Defining the Issues 
8 : 30  
9 :00 
9 : 30  
1 0: 00 
1 0 :45 
1 1  :00 
Welcome 
Questionnaire 
Workshop Goals 
Getting to Know Each Other 
Break 
Immigrants, Refugees & Human Rights 
1 1  :45 Lunch 
1 2 : 30  Research on rural diversity and racism 
1 :30  Viewing and discussion of "Minnesota: Pride 
3 :00 
3 : 1 5  
4: 1 5  
4 :25 
4 :30 
or Prejudice" & New Americans Videos 
Break 
Dialogue on Conflict and hnmigration 
Reflections 
Prepare for Tuesday 
Adjourn 
Keith Dixon, Katherine Fennelly, 
and Carol Frisch 
Katherine Fennelly 
Katherine Fennelly and Jun-Li Wang 
Sharon Anderson 
Therese Gales 
Katherine Fennelly 
Carol Frisch 
Devin Burghart 
Sharon Anderson and Jun-Li Wang 
Katherine Fennelly 
Tuesday, August 1 9 :  Community Assets 
8:30 Coffee and Critical Issues 
9 :00 Immigrant Youth Voices 
1 0:30 Break 
1 0 :45 Strengthening Community Connections 
1 2 :00 Multicultural Lunch 
1 :00 
1 :45 
2 : 00 
Asset Mapping 
Break 
Bus leaves for Trip to Owatonna Migrant Camp 
Jun-Li Wang and Sharon Anderson 
Youth Panel 
Carol Frisch, Mariam Mohammed, 
San Juana Flores & David Greenberg 
Sharon Anderson and Carol Frisch 
Presentation and discussion by staff of Centro Campesino of Owatonna and conversation 
with Migrant workers 
4 :30 Bus arrives in Faribault 
Wednesday, August 20: Plans and Action - Building Community Bridges 
8 :30 
9 :00 
9 :30  
1 0:00 
1 0 :30 
Reflections on Migrant Camp Visit 
Building on Strengths 
English Language Learners 
Moving Toward Respect Curriculum 
Action Plans 
1 2 :30 Lunch 
1 : 1 5  
3 :00 
3 :45 
4 :00 
Continued Action Planning 
Break 
Post-Evaluation 
Next Steps 
4 :30 Adjourn 
Dick Senese 
Carol Frisch and Sharon Anderson 
Pam Telleen 
Ellen Bisping 
Carol Frisch and Sharon Anderson: 
Group 
Group 
Marsha Milgrom 
Katherine Fennelly, Carol Frisch, 
Dick Senese, and Keith Dixon 
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ESTIMATING THE ECONOMIC IMPACT OF THE LATINO 
WORKFORCE IN SOUTH CENTRAL MINNESOTA 
- By James J. Kielkopf, September 2000, The Center for Rural Policy and Development 
(www.ruralmn.org) 
Executive Summary 
The nine counties comprising the Region Nine Planning District i n  southern Minnesota were 
studied to determine the economic impact of the area 's  growing Latino population. Using input­
output analysis, a method that measures both the direct economic impacts and the indirect effects 
of links to other firms and households in an area, it was determined that the economic 
participation of the Latino population is both significant and critical to continued growth and 
prosperity in the region. 
Key Findings 
• The total estimated value added to the Region Nine economy due to the Latino workforce is 
$484 million per year. This amounts to slightly less than 1 0% of the total value added in the 
local economy each year, and it does not include agricultural workers due to lack of 
documentation on the ethnic makeup of the agricultural labor force. 
• More than 7 ,800 additional jobs for non-Latinos have been generated in the local economy 
due to the presence of the Latino workforce.  
• The largest employers of Latino workers, according to Equal Employment Opportunity 
Commission data are the food processing and packaging firms. In these manufacturing 
firms, about 33% of the employees are Latino. Food Processing, like Agriculture, is called a 
basic industry because its output is mostly exported outside of the Region Nine area, thus 
bringing wealth into the region. Its effect on the local economy is multiplied because many 
other local industries serve it and depend upon it for survival. 
• · The presence of Latino workers and their families results in an estimated increase in 
government expenditures of $48 .3 million, $24.5 of which is estimated to come from the 
state and local levels. 
• The presence of the Latino workforce causes an estimated $ 1 2 1  million in additional tax 
revenue to be generated in the region, $45 million of which is state and local tax revenue. 
This means that the best estimate of the Latino workforce '  s effect on taxes is to cause lower 
effective tax rates for the non-Latino residents of the region. 
** Full report will be available at the workshop and is available at: 
http ://www.mankato.msus.edu/ruralmn/pages/Publications/reports/Iatinoworkforce.pdf 
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"Immigrants in the Twin Cities : Melting Pot or Mosaic?" 
by Rudolph J. V ecoli 
published in: Swedes in the Twin Cities: Immigrant Life and Minnesota 's Urban Frontier 
by Philip J. Anderson and Dag Blanck, Minnesota Historical Press, 200 1 .  p. 1 5-27. 
The following is an excerpt: 
Q.iscussions of �t immigration �.often colored by a mythol�cal view 
of the immigrant past. For a �nation of immigrants,• �e Suffer from �.curious 
amnesia regarding the real experiences of our foreign-born ancestors. In the 
retelling, too often one's family history becomes .a saga of struggle and success, 
· of how our forebears by dint of character .and hard work pulled themselves up 
by �eir bootstraps (and the implication is: w�y don't they do the -same?). Yet 
we know from historical records that the lives of immigrants often deviated 
from the myth. Many were defeated and crushed by the h.ars� conditions they 
encountered in America. Industrial accide.nts, unemployment, exploitation, 
alcoholism, familial abuse, crime, and vice were facts of.immigrant life in the 
Twin Cities a hundred years ago, just as they are today. The rolls of Minnesota's 
:relief agencies, charitable institutions, prisons, and lunatic asylums are replete 
with immigrant names. This is said not to denigrate our immigrant ancesto�, 
but to remind us that they too were human beings with all the weaknesses and 
foibles to which human flesh is heir. Rememb�g this, we might be more 
compassionate as we witness the struggles of tOday's immigrants._20 
A second.historical distortion is the comm�n assertion that 'the �grants · 
of tlie past, unlike those of the preSent, eagerly and easily assimilated. Nothing . 
could be further from the truth�Authoritative stUdies, like those of Joshua Fish­
man's· Language Loyalty in America and ·sture �cl.mark's Swedish America, 
have doeumented the tenacity wi� w�c:J?.-·��y .. immigrants clung_ �o the!r 
native languages and cultures. From 'their me�g� wages they built churches, 
schools, summer camps, theaters, fraternal organizations, culfural centers, li­
braries, and newspapers to sustain their' sense of ethnic identity and to tranS­
rnit their Old World heritage to future gen¢rations. The extent to which the · 
immigrants .succeeded or failed is a moot queStion, although the observance of 
the i996 sesquicentennial of SwediSh i�gration in itself called into question 
the myth of the melting pot. In fact, the struggle to resist.Americanization has 
been an integral element in the history of �very immigrant group.21 
One's native language is, we say, one's mother tongue. Yet nothing appears 
to infuriate neo-nativists more than the attachment of immigrants to their .na­
tive languages. For several decades, the organization U.S. English has lobbied 
for a constitutional amendment that would prohibit the use of languages other 
. than English in the conduct of public b�ess. Nineteen states have adopted 
such measures-and it has been proposed in Minnesota. Recently in the state 
of California, the passage of Proposition 227 banned 
.
bilin�aleducation. Pr�­
ponents of such measures argue ·that immigrants ill the pas_t gladly gave up 
their mother tongues and readily learned Eng�h:.Again, nothing could be fur­
ther from the truth. lµunigrant pareqts made financial saaifices to have· chil­
dren taught their l�guages in parochial schoqls:':'7or in public schools �l:ien . 
they had sufficient political clout. M�ther to$es were long used in religious 
ser\iices, and tho�ands '?f so-called. fore!� lmguage �e�spapers have been 
and are still being published. The transition to. English, which involved "lin­
guicide" {Joshua Fishman's teim), was neither easy nor natural. Rather, it �as a 
traumatic process that tore congregations, societies, and families apart. 22 
Who among us has not known an elderly immigrant who could speak only 
a few words of Eng�h and thus was unable t.o communicate with her o� 
grandchildren? If Anglicization won out in the long run, this should not dim 
our appreciation of the immigrants' struggle. for language maintenance. Cer­
tainly an awareness of this struggle should make us more sympathetic to efforts 
of new immigr�ts to maintain their mother tongues. Considering the odds, 
there has been an amazing amount of language retention even among long es­
tablished ethnic groups. In 1990, the most common mother tongue in Min­
nesota \Vas not Spanish or Hinong; it was German. 23 
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"Using Anthropology to Make Sense of Human Diversity" 
by Carol Mukhopadhyay and Rosemary C. Henze 
published in: Phi Delta Kappan v. 84, No. 9, May 2003 p. 669 - 687 
This section from: http://www.pdkintl.org/kappan/k0305muk.htm 
The following is an excerpt: 
,.&aee .�·'h� .IJas .n.0 s� "Vf,i�. AD additional ·critique .of .ftie ccmcept -of race is that racial categories, as defined biologkally, are not 
-Vay ·usefm .. m'�dm� ':Other,pbenomena, whether biological ·or cultural. 
Tb.ere is no substantial evidence that race, as a biological category, and "racial" characteristics, such as skin color, hair texture, and eye shape, 
'. are causally linked to behavior, to capacities, to individual and group accomplishments, to cultural institutions, o� to propensiti�s to engage in 
any specific activities. In the area of academic achievement, the focus on race as biology can lead rese�chers to 1gno�e under�rn:ig 
nonbiological causal factors. One classic study found that controlling for socioecono.
mic and o�er envrr�nmental v�ables eliminated 
, purported "racial" differences in LQ. scores and academic achievement between African Amencan, Mexican Amencan, and European 
i American students. I 0 
Health professionals have also critiqued the concept of race. Alan Goodman and others have shown that race does not help physicians with 
, diagnosis, prevention, or treatment of medical diseases.ll Racial categories and a false ideology of race as ''biology" en�o�ge both doctors 
and their patients to view medical conditions as necessarily genetic, ignoring possible environmental sources. Hypertension, infa._nt 
birthweights, osteoporosis, ovarian cysts - ail traditionally viewed as "racial" (i.e., genetically based) - now �e�m to reflect envuonme�tal 
rather than racially linked genetic factors. The Centers for Disease Control concluded in 1993 that most assoc1atlons between race and disease 
have no genetic or biological basis and that the concept of "race" is therefore not useful in public health. 
As a result of recent evolution and constant interbreeding between groups of humans, two individu'als from different "races" ate just as likely t� 
be more similar to one another genetically than two individuals from the same "race." This being so, race-as-'biology bas no predictive value. 
i So What Is Race Then? 
/ We hope we have ma�e the pomt that the concept of separate, bi�logically .distinct human races. is not scientifically defensible. Unfortunately, 
: racial ideology, by focusing on a few physical attributes, traps us into a discourse about race as biology rather than race as a cultural 
· construction. The concept of race is a cultural invention, a culturally and historically specific way of thinking about, categorizing, and treating 
· human beings.Jl It is about social divisions within society, about social categories and identities, about power and privilege. It has been and 
remains a particular· type of ideology for legitimizing social inequality between groups with different ancestries, national origins, and histories .  
Indeed, th e  concept of race is also a major system o f  social identity, affecting one's own self-perception and how one is perceived an d  treated 
; by others. 
:But .race does have a biological component, one that can trick us into thinking that races are scientifically valid, biological subdivisions of the h� species. As noted earlier, geographically localized populations - as a result of adaptation, migr.ation, and chance -- tend to have some 
characteristic physical traits. While these may be traits that characterize an entire population, such as hairy ears, it is more accurate to talk abot 
the relative frequency of a particular trait, such. as blood type 0, in one population as compared to another, or the relative amount of 
pigmentation of individuals in a population, relative to other populations. Some traits, such as skin color, reflect climatic conditions; others, 
such as eye color and shape, probably.reflect random, historical processes and migration patterns. The U.S. was peopled .by populations from 
geographically distinct regions of the world -- voluntary immigrants, forced African slaves, and indigenous American groups. Therefore, 
dominant northwestern European· ethnic groups, such as the English and Germans, were able to exploit certain visually salient biological traits: 
especially skin color, as markers of race. 
The effectiveness of these physical traits as markers of one's race depended, of course, on their being preserved in future generations. So 
dominant cultural groups created elaborate social and physical barriers to mating, reproduction, and marriage that crossed racial lines. The mo: 
explicit were the so-called anti-miscegenation laws, which outlawed s ex between members of different races, whether married. or not. These 
laws were not declared unconstitutional by the U.S .  Supreme Court until the 1967 case of Loving v. Virginia.H Another vehicle was the 
cultural definition of kinship, whereby children of interracial (often forced) matings acquired the racial status of their lower-ranldng parent; th 
was the so-called one-drop rule or hypodescent. Especially during the time of slavery, the lower-ranking parent was generally the mother, and 
thus the long-s.tanding Eur9pean cultural traditjon of affiliating socially "legitimate" children with the father's kinship group was effectively 
reversed. 
· 
\ ... 
In contrast, there have been fewer social or legal barriers in :the U;S. tG mating and marriage <between Italians, .British, Gennans, Swedes, and 
ethers of Euro.pean ancestry. Const?quently, the physical and' cultura:l characteristics ofEur-OJ;>ean regional populations are less evident in the 
U.S. With intermarriage, distinct European identities were submerged in the culturally relevant macroracial category of "white" -- more 
accurately, European American. 
· 
Thus even the biological dimension of contemporary racial groupings is the result of sociocultural processes. That is, humans as cultural beings 
first gave social significance to some physical differences between groups and then tried to perpetuate these "racial markers " by preventing 
social and physical intercourse between members of the groups. Although the dominant racial ideology was about maintaining racial "purity," 
the issue was not about biology; it was about maintaining social, political;· and �onomic pri�:l_5 
Anthropological 'knowledge :abou( .race -infonns us about what race is and is not, but it cannot guide ·educational·'decision making. The· 
. underl�g goal of social justice can help-educators in making policy decisions, such as whether to use racial and ethnic categories to monitor 
; educational outcomes. As long as we continue to see racially based disparities in young peoples' school achievement, then we must monitor and 
investigate the social conditions that produce these disparities. We must be careful, however, to avoid "biologizing" the classification; that is, 
we must avoid assuming genetic explanations for racial differences in behaviors and educational outcomes or even diseases. 
As we pursue a more socially just world, educators should also continue to support yo�g people's quest for knowledge about the history and 
struggles of their own people, as well as those of other groups, so that students in the future will not be able to point to their textbooks and say, 
"My people are not included in the curriculum. " In the process, we can encourage both curiosity about and respect for human diversity, and we 
can emphasize the importance that historical and social context plays in creating social inequality. We can also encourage comparative studies 
of racial and other forms of social stratification, further challenging the notion that there is a biological explanation for oppression and 
inequality. In short, students will understand that there is no biological explanation for a group's historical position as either oppressed -- or 
oppressor. We can encourage these studies to point out variations and fine distinctions within human racial groupings. · 
In addition to viewing the treatment of race and raci�l categories through a social-justice lens, we would apply another criterion that we call ( 
"depth of knowledge. "  We believe that it is important to challenge and inspire young people by exposing them to the best of our current 
knowledge in the sciences, social sciences, and other disciplines. Until now, most students in our education system have not been exposed to 
systematic, scientifically based teaching about race and human biological variation. One reason is that many social studies teachers may think 
they lack sufficient background in genetics and human biology. At the sarµe time, many biology teachers may feel uncomfortable teaching 
about race as a social construct. The null move for teachers seems to be to say that we should all be "color blind." However, this does not help 
educate students about human diversity, both biological and social. In rare cases when students have the opportunity to engage in studies of 
race, ethnicity, culture, and ways to end racism, they are both interested and intellectul,llly challenged . .lQ One high school teacher who teaches 
students about race said he wants to dispel the notion that teaching about diversity is "touchy feely." "We don't just want to touch diversity; we 
want to approach it academically. . .. . We feel we have a definite discipline. "  1 7  
Rather than shield students and ourselves from current scientific knowledge about race, including its contradictions and controversies, we 
submit that educators should be providing opportunities for students to learn what anthropologists, geneticists, and other scientists, including 
social scientists, have ·to say about human biological variation and the issue of race. Particularly in middle schools, high schools, and beyond, 
students should be involved in inquiry projects and social action projects, in critical examiliation of the labels we currently use, and in analysis 
of the reasons for and against using them in particular contexts. Rather than tell students that they should or should not use racial labels (except 
for slurs), educators should be creating projt'.cts in which students,expfore to.gether the range of possible ways of classifying people and the 
implications and political ,sigriificance .of alternative approaches in different contexts. 
Printed with the permission of The National Conference for Community and Justice, NY 
(2003) http://www.nccj.org/ 
Available at: http ://www.nccj.org/nccj/nccj .nsf/article/4548?0pendocument&l #878 
ENGLISH-ONLY: 
WHAT ARE THE ISSUES? 
OVERVIEW 
Americans use hundreds of words and phrases in our everyday speech that stem from other 
languages and other cultures. From our national motto of E Pluribus Unum to chili con came, 
America's diversity is expressed millions of times each day through the colorful nature of the 
language of her people. Language is a common thread that can bind together the people of a 
country or can cause the national fabric of unity to unravel. 
While 97% of America's population speak some English, the richness of our language is 
constantly being enhanced by the influx o f  diverse people from varying racial and ethnic 
backgrounds. Of the 1 ,000 most frequently used words, one-third of them are French. 
Accordingly, questions could be raised today with regard to the "purity" of the English language. 
Would English-only initiatives refer to the "Queen's English" or would they allow many of the 
modem words and phrases that have their etymological roots in seemingly foreign vernaculars? 
Many people believe that commonality of experience, custom and language are what creates a 
national identity. However, nationalistic efforts to unite diverse people under a common 
language have historically lead to dissention, discrimination and disenfranchisement. English­
only initiatives date back to the founding of our country. John Adams proposed to the 
Continental Congress in 1 780 that an official academy be created to 'purify, develop, and dictate 
usage of, '  English. His proposal was rej ected as undemocratic and a threat to individual liberty. 
The question therefore emerges, why is there a push for making English our "official language?" 
Why are our national leaders considering legislation that has the potential to further the racial 
and cultural divide between the diverse communities of America? These are the issues that we 
hope to examine by reviewing the historic context of the English-only issue, the current 
initiatives and their underlying causes, and pending legislation around the issue of state-wide and 
federal English-only initiatives. 
The mission of The National Conference for Community and Justice is to promote understanding 
and respect among all races, religions and cultures and to fight bias, bigotry and racism in 
America. It is therefore necessary that we educate ourselves about the underlying issues of the 
English-only and English-first movement in an effort to ensure that these initiatives do not 
provide a license to discriminate nor create a climate of intolerance toward linguistic minorities 
in our society. 
U.S. History: Language Inclusion 
The following section is taken from The Debate Oyer English Only which was published by the 
National Education Association and can be found at their website at http://www .nea.org. 
In early American history, two languages often co-existed. The Continental Congress printed a 
number of documents, including the Articles of Confederation in German and English. An 1 83 7 
Pennsylvania law required school instruction in both Gem1an and English. In 1 83 9, German­
speaking, French-speaking, and Spanish-speaking parents in Ohio, Louisiana, and New Mexico 
used bilingual education. And California, which was officially bilingual for 3 0  years, printed its 
first state constitutional proceedings in both Spanish and English. 
During the 1 870s, however, new restrictive language legislation began to appear. Even native­
born, English-speaking African Americans were affected by the Jim Crow laws which imposed 
literacy requirements for voting. On the West Coast, the Anti-Chinese Workingman's Party led 
California's second c.onstitutional convention to ratify the state's first English-only provisions. 
German-English bilingual schools were run in Ohio, Minnesota, and Maryland at the tum of the 
century. Norwegian, Italian, Czech, Dutch, and Polish were also used in bilingual instruction at 
the beginning of this century. 
Success stories of tum-of-the-century immigrant relatives who learned English quickly through 
English immersion classes are the exception, not the rule. According to the National Association 
of Bilingual Education (NABE), in 1 890, children of foreign-born parents were three times more 
likely to drop out of high school than white children of native born Americans. Also, only 1 3  
percent o f  1 2-year old children of foreign parents went to high school in New York City 
compared to 32 percent of white children with parents born in the U.S.  
During the 1 920s, 20 Midwestern states passed legislation that barred schools from teaching 
German. As a result of anti-German sentiment from WWI, the Nebraska Act o f  1 92 1  made 
English the official language of that state. The courts were responsible for reversing this pattern 
of language restriction. In 1 923 the U.S.  Supreme Court nullified these restrictive laws in the 
case of Meyer v. Nebraska. The Court wrote, "The protection of the Constitution extends to all;  
to those who speak other languages as well as those born with English on the tongue;"  The 
Supreme Court, in Lau v. Nichols, ruled that instruction solely in English deprives students of an 
understanding of the curriculum and of an equal opportunity in education. 
Language minority citizens, particularly Hispanics, have long been excluded from participating . 
in the electoral process because of English-only. In many parts of the country, this exclusion 
was aggravated by acts of physical, economic, and political intimidation. Their children were 
often punished for speaking Spanish in school. 
In 1 968, Congress sought new ways to educate language minority youth and enacted the 
Bilingual Education Act. Most bilingual programs are developed and funded at the local or state 
levels. Bilingual services are necessary for adults as well, especially senior citizens. More and ( 
more immigrants are coming to this country with no lmowledge of English. Unfortunately, as 
the demand for English instruction has increased, the resources available have decreased. 
" Official Language" Supporters 
Supporters of English-only or English-first legislation argue that it would result in greater 
national cohesion due to commonality of language; they often cite recent political upheavals over 
language that have torn apart Canada, Belgium and Sri Lanka as justification for supporting the 
initiative. In addition, they feel that bilingual education slows the process o f  assimilation among 
children and creates communities of racial and ethnic enclaves that increase tensions among 
diverse groups. Calling bilingual and multilingual initiatives "linguistic welfare" ,  English-only 
supporters continue to push for the passage of "official language" statutes on both a state-wide 
and federal levels. 
Many supporters note the additional expense of printing government documents in multiple 
languages to inform diverse constituencies, and argue that having one language in which 
government documents were printed would cut costs. This additional expense also occurs in 
states which conduct their driver's licensing examinations in multiple languages, with some 
states offering as many as 35 different exams to meet the needs of their citizenry. English-only 
supporters argue that individuals who take their driver's license exam in a foreign language, 
cannot understand English street signs, and that voters who use bilingual ballots to vote in state­
wide and national elections are uninformed about the issues because the campaigns are 
conducted in English. Others rely on the argument that prior waves of immigrants had to learn 
English to adapt to society, so present-day immigrants must be expected to do the same. 
" Official Language" Critics 
Opponents of "official language" legislation respond that English-only measures represent an 
unwarranted federal regulation of self-expression, abrogate Constitutional rights to freedom of 
expression and equal protection laws, violate international human rights treaties, and contradict 
the spirit of the 1 923 Supreme Court case of  Meyer v. Nebraska. Organizations such as the 
National Education Association and the American Civil Liberties Union cite historical examples 
of discrimination based on language-minorities ranging from New York State's 
disenfranchisement of more than one million Yiddish-speaking citizens to California's efforts to 
disenfranchise Chinese immigrants who were seen as a threat to the "purity of the ballot box."  
These historic references are cited as proof of the climate of intolerance generally surrounding 
language minorities . 
Opponents also believe that the consequences of the passage of English-only initiatives could 
have a profound impact on society. Services such as disease prevention, social welfare, victim 
assistance and job training would be significantly hampered by the imposition of "official 
language'' policies. The elimination of bilingual and multilingual services could also be 
measured in the loss of human life. The Washington Times reported in 1 987 that a 9 1 1 
emergency dispatcher was able to save the life of a Salvadoran woman's infant son, who had 
stopped breathing, by coaching the mother in Spanish over the telephone to administer mouth-to­
mouth and cardio-pulmonary resuscitation until paramedics arrived. 1 1  Additionally, the use of 
American Sign Language (ASL) and Braille for physically challenged individuals would be 
limited, unless exceptions were granted under the American's with Disabilities Act (ADA). 
While "official language" provisions primarily affect governmental entities, a number of 
provisions also effect private businesses through the imposition of local sign ordinances 
mandating signs in English-only. Recognizing that English-only advocates have also opposed the 
phone company's use of multilingual operators and multilingual directories, Federal 
Communications Commission licensing of foreign language radio and television stations, and 
bilingual menus at fast food restaurants, those against the English-only initiative note that these 
restrictions could result in a French or Italian restaurant where the wait staff could only speak in 
English, or a city's Chinatown with signs in English-only. 
English-Only and America's  Territories 
Included within the unique makeup of our national identity are English-speaking Americans, 
Native Americans, Spanish-speaking Virgin Islanders and Puerto Ricans, S amoan-speaking 
American Samoans, Chamorro and Japanese-speaking citizens of Guam and the Northern 
Mariana Islands, Carolinian-speaking Northern Mariana Islanders, Palauan-speaking Palauans, 
Hawaiian-speaking Hawaiian Islanders, Thai-speaking Wake Islanders, and non-English­
speaking immigrants. The United States territories represent a diverse cultural community of 
non-English- speaking American citizens. English-only legislation is a threat to their unique 
cultural identities by attempting to eradicate their languages and, in part, the cultural identities of 
these sovereign territories. 
Historically, programs to "Americanize" non-English-speaking native populations through the 
imposition of a common language or set of customs has been part of a system of pervasive 
discrimination and intolerance on the part of English-speaking Americans.  This forced 
assimilation is evident in the histories of the Native American tribes and the Hawaiian 
Islanders. 
English-Only and the Supreme Court 
This discussion of English-only legislation and Court rulings is taken in part from an article 
entitled "English-Only Initiatives Before Congress" Civil Rights Monitor, Vol. 8, No. 4, p. 1 6 . 
In 1 996, the United States Supreme Court agreed to hear the first case testing recent state 
legislation on the issue of English-only. Arizonans for Official English v. Arizona examines 
the Arizona constitutional amendment which limits state employees to "act[ing] in English 
and no other_ language. "  
As indicated above, Arizona's English-only state statute was invalidated b y  the Ninth Circuit, en 
bane, in Yniguez v. Arizonans for Official English. In this case, a government employee sued the 
state over Article XXVIII of the state constitution, which provides that English is "the language 
of the ballot, the public schools and all government functions and actions. "  It goes on to say that 
the state "shall act in English and no other language. "  As a state employee who dealt with 
members of the public who filed medical malpractice claims against the state, Ms.Yniguez used 
( 
English when speaking to English- speaking people and Spanish with Spanish-speaking 
individuals.  She also wrote- some of her draft settlement forms in Spanish which her supervisor 
could not read. In filing suit, Ms.Yniguez alleged that the ban violated her free speech rights and 
a divided Ninth Circuit Federal Court of Appeals agreed. 
Because the plaintiff was a government employee, and the Article in question is restricted to 
speech by persons performing services for the government, the court also considered what 
limitations may constitutionally be placed on the speech of government servants. In reaching its 
ruling, the court highlighted the established principle that government employees do not simply 
forfeit their First Amendment rights upon entering the public workplace. The court concluded 
that Article XXVIII is not a valid regulation of the speech of public employees, is 
unconstitutionally over broad and unduly burdens the speech rights of government employees as 
well as the speech interests of a portion of the populace they serve. 
Equal protection concerns were also raised by the Ninth Circuit's decision because the adverse 
impact of the ban falls almost entirely upon Hispanics and other national origin minorities. 
Noting that language is a "close meaningful proxy for national origin," the court reasoned that, 
"restrictions on the use of languages may mask discrimination against specific national origin 
groups or, more generally, conceal nativist sentiment."  
Seeking review by the Supreme Court, the petitioners in this case, Arizonians for Official 
English, contend that the Ninth Circuit opinion conflicts with decisions permitting regulation of 
the choice of language in government and ·employment and that courts have found no 
constitutional rights to government services in languages other than English nor have they 
permitted employees to force personal choice of language on an employer. 
In deciding the Arizona case the Court has a number of issues before it such as the 
constitutionality of "official language" provisions in light of the freedom of speech guaranteed by 
the First Amendment, whether or not a government employee has a free speech right in 
disregarding the official language of an employer, and a technical issue on whether or not a 
private organization can bring a suit in support of a law the state has chosen not to defend. 
In Conclusion 
Whether you are RSVP-ing to a dinner invitation or sending your child off to kindergarten, you 
are demonstrating the rich diversity of our culture through the enhancement of our common 
language. America is a country of enormous racial, ethnic and religious diversity, which is 
clearly evident in the beauty of our language and the impact that each wave of immigrants has on 
how we express ourselves. 
Would we prefer that our nation was like France where the Conseil de la Langue Franc;ais 
declared French the official language? Now, the French government and its employees are 
forbidden from using words such as, "TV . ' ' and "weekend" , because they have no direct French 
translation. In France, censors monitor and fine newspapers who violate the official language 
law. 
Do we, as a people, want to remove everyday phrases from our language such as, E Pluribus 
Unum? The financial cost of multilingualism is small compared to the cost of reprinting the 
national currency, changing mottos on seals and documents, redefining the language of the 
American court system, and eradicating foreign words and phrases from our national vernacular. 
Many of the bills currently under consideration by Congress provide legal penalties for violation 
of the "official language" provisions. 
Americans need to examine the impetus behind the English-only movement. Is it a movement 
based on fear and intolerance or is it a desire to see unity through language? What is the true 
cost of such an endeavor? Is it creating a climate of intolerance and discrimination against 
persons who are in language minorities, or is there a real threat of division based upon failure to 
communicate? 
As the nation debates the issue, it is necessary for organizations, including The National 
Conference for Community and Justice, to educate communities about the history and likely 
impact of English-only movements so that we avoid the dangers inherent in ignorance of the 
issues. 
For Additional Information: 
The following organizations have information on English-Only and English-Plus initiatives on a 
local, state and federal level: 
The American Jewish Committee (AJC), 1 1 5 6  1 5th St. ,  NW, Washington, DC 20005 
(202) 785-4200. 
Center for Equal Opportunity (CEO), 8 1 5  1 5th St. NW, Ste. 928, Washington, DC 20005 
(202) 639-0803 . 
Leadership Conference on Civil Rights (LCCR), 1 629 K St. , NW, Ste. 1 0 1 0, Washington, DC 
20006 (202) 466-3 3 1 1 . 
The National Association of Secondary School Principals (NASSP), 1 904 Association Drive, 
Reston, VA 2209 1 - 1 5 37 (703) 860-0200. 
National Council of La Raza (NCLR), 1 1 1 1  1 9th St., NW, Ste. 1 000, Washington, DC 20036 
(202) 785-1 670 
National Council for Languages and International Studies (NCLIS), 1 1 1 8 22nd St., NW, 
Washington, DC 20037 (202) 466-2666. 
National Education Association (NEA), 1 20 1  1 6th St. , NW, Washington, DC 20036-3290 
(202) 822-7200. 
US English, 8 1 8  Connecticut Ave. NW, Ste. 2 00, Washington, DC 20006 
(800) 787-82 1 6. ( 
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'"Illegal' :  I said it; are you happy?" 
Article by Reach Pimentel in the Arizona Republic, Sept 24, 2002 
·"I love illegal immigration" · 
No, not really. But somehow, many of you have gotten the notion that I do. So, let's 
·set the record straight. 
I detest illegal immigration. I ' ll use �e term illegal in this case, rather than my 
customary undocumented, just to make many of you happy. You lmow who you are. 
You're the ones who become apoplectic when I use ''undocumented." 
I detest illegal immigration because it relegates .many Latinos to underclass status in 
this country. 
It provides a safety valve for Mexico that could really best �erve its citizens by 
giving them a good economic reason to stay. 
It is an unnecessarily divisive topic, making reactionaries of folks who, because of 
. their backgrounds and surnames (are you listening Mr. Buchanan?), you m!ght think 
would be a bit more understanding. 
That said, you need to lmow that there are just a few things I detest even more ·than 
illegal immigration: 1 )  nonsensical laws that make these activities "illegal" and 2) 
hypocrites who detest illeg8:1 immigrants. 
I .feel this way because I've learned the dynamics that bring these folks here and the 
circumstances surrounding their stay. I wish others would as well. Here's What I 
lmow: 
• Those alreadY.here will be staying. More will be coming. Our labor 
shortages demand it. 
• They will continue to come because we need them. They have few 
opportunities in their own country. Our need is their primary magnet. 
• Because I come from people ju�t like· these, I lmow they are .undeserving of 
the scorn and derision we heap on them. Most are good people. 
• Their kids do become Americans and all that phrase entails. 
·• The country is richer - material and otherwise - for their presence and their 
contributions. They, in fact, do pay taxes, even if the money doesn't always 
mak� it back ·here and get put into the right pots - border hospitals, for 
instance. 
• They are pawns, useful scapegoats for everything from low wages to 
terrorism and a useful source of remittances that helps keep Mexico . afloat. 
• Mexico is trying to right its own ship, but its economy is so tied to ours that 
it cannot do so alone. Moreover, its institutions and rule of law are not 
where they should be. We can help. 
• And, last but not least, the problem isn't immigrants, but immigration policy 
so fouled up that it makes criminals of people we should be welcoming. 
As an addendum, I lmow also that it never has been and never will be as simple as "Those 
people just don't want to learn English" or that Latinos who do know English aren't doing 
enough to exhort them to learn. 
Immigrants lmow very well that Et.�glish is the language of commerce .and success. No 
need to preach to the choir. They're not folks we need to persuade to create more English 
classes or to do something as simple as teaching English in schools and to adults. 
Feel put upon that we have to take this '�extra" step? Okay, don't. They're not going 
anywhere, and they'll be all just that more unprepared to pay for your Social Security and 
other taxes to sustain our communities when they come of working age. 
Yes, life would be just so much simpler if we didn't have illegal immigration. Heck; I 
could write exclusively on such inexhaustible topics as Washington and Arizona politics, 
the Mideast, George W., education, sports and the economy. · 
But, really, it would just be simpler all around if we had more pragmatic laws .and 
attitudes. 
Let's just stop pretending that agriculture or service industries are ever going to pay the 
wages that will get you or me to do the work. If they did, we would view their goods as 
unaffordable. 
I mean, if we can't pay teachers and cops dec�nt wages, what makes you think we're going 
to. pay service or agricultural workers adequately? 
I see no dilemma here. 
I can detest illegal immigration and the laws that inj ect the word "illegal" in there, the 
hypocrisy that gives us license to insult people we would have difficulty living without and 
the distress this in-the-shadows existence causes for immigrants and non-immigrants alike. 
I can feel all of this and still not hate illegal immigrants. Many of you out ther� obviously 
don't appreciate the nuances .  And, no, this isn't as simple as hating the sin but loving. the 
sl.Dl1er. 
· In the case of illegal immigration, we're all sinners. 
Reach Pimentel at ricardo.pimentel@arizonarepublic.com or (602) 444-82 1 0. His column 
appears Tuesdays, Thursdays and Saturdays. 
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• is snow. 
• is a can opener. 
is a cerea l box. 
This 
This 
This 
This is a life free from terrdii -:.�-;;; ,j ... 
The Long, Long, 
Long Road lo Fargo 
By Sara Corbell 
ne c\·ening bte i n  f .inu:ir.·. J. .2 1 -\·e:ir-oid n:imed Peter 
Out led h�s rn·o te�n.:ig� brothers' through the brighch­
!ighred corridors ot the � l inne:ipolis :iirport. trvi�g t� 
m:i.sk his contusion. Two d.in before. t hev h:id encountered rheir 
first light sw-icch and tried their first set o t. suirs. :\n :i.id worker in 
>iairobi had demonstr:ned the flush roilet to c hem - .1lso the sear 
belt. the shoelace. the fork. And now thev fou nd chemseh-es :ilone 
in �vlinneapolis. three bone-rh in . ..\fric:in b�vs confronted bv a s\1.-irl­
ing  riwr ot 't'.-hite t.lces and rol l ing suircases. b l inkim? celeYision 
screens Jnd re leohones that rang. i�exolic:ibk from the inside of 
people ·s  pockets '. Here rhe,· '\\·ere. u nce;t.iin ot '  e\·en the rug ben eath 
t h eir feet. looki n g  tor  this  pb.ce c:1 l led G.ue C.J I . 
Finalk. J. tr:l\·e l ing businessman rec ognized t heir u n cert.limv .
. .  \\"here. Jre mu ih-i n c:  ro:  . .  he Js ked k inJk. .rnd c h e,· to ld  h im . Tl�e 
eldest b ro ther. nis  e\·es deeoh- bloods hor .  expi.ilned r he s i ru.lrion in 
hal t ing,  booki � h  En.dish . .  .\ t«:>"-. d.1n .H.'. O .  e n�,. h.id ieit  .1 :> mJ. i l  mud 
nut in J bli.s c e n n \.'.  hot f\..em·.rn reiu�ee omo. n·hcre .irrer w:dkin� 
tor  h undreds O f  mi les . :K ro .; s  ) U ctJn t he\· h�d i iwd .b oro h:tn s tor 
rhe p.1st  nine v c.i rs .  Thev n·cre no"-· he.1cied. n·ith 't'.·h.lt P�ter oiied 
· · :.!re:ir wishes . . . :o .1 ne't'.· h ome in t he L.S .. \. " \' Chere ': .. t h e  m :i n  
J .; ked "·hen Pe ter Dur s.i id rhe  c in· · s nJme. · · F.m::o :  :\"<mh D.iko-
Pe:er D:1 c .  . \ /.wuk ' n: .1 r ;  .wa Ruk t frnll[ : :.:.·ui? 
.. . S :c li.rne5e r i·1ena . .  \ f.urhe··.�: ;·: '!nr 1 .  1 1 1  ti.'en· .w.rrrmenr. 
i J i 1 o t o'..! r a p n s  h\· J e d. R i e d e i  
- - .._..;_ - - -::-:�_ .. , .  
( 
.?.:� ' • 
· · · · "Abi1'Ji/J:lJ:olr':siif1ii·'� Kiiti,;n" · 
Refugee ·camp, ·1992.' Righi: 'Ri�k. MaJll:k 
;. .and Pe� Dui brawd ilft.S4nds ofdle 4�m · 
· only to reach the"snOfPS of th� Ditko'ras. 
t3? You gotta be kidding me. it's too cold there. 
You'll never sumve it!" 
And then he Jaughea Peter Out had no idea why. 
�d· marauding baridi�, . as :�u as liom Who The remamlng 3,100 �r 5o �st Boys will bC r· 
· ·preyed"on· the slowest and .  wea.kest among them� settled as a4ults .. by the"Office of Refugee R.cse 
The oldest· boys·: ;�ed tbe.:·.ycnu1g�Lli.1. t�e�r · dement in fb� U.S." Dcpanment of:' ... ealtb ·ar: 
.anns. Many died frOm �wvation ·�r thirSL Qdi.;' ·Human Scmces� initially living on federal � 
. ers drowned Of' were �ten by crocOdilcs as sol- . assistance. �ter five years, each' boy will be cl 
. diers forced the� �·cross a swolle� Et�opian . · gible for citizcnship,,providcd.he has tumcd.21 
" river. :AcC9r��g· tC> :U.S;· S�te: .J)epartment c$ti- · .; · · 
· 
mates� during an ups�e.' m '·6ghnng � r�gan . . ON"THE MGHT 'THAT I STOOD WA.ITING . FC in ... 1987, som� 17�Q()O:bpf5 �e � �t�(f'from' . Pe��r Out �nd his brothers to · Ian� · � 'farg1 
their families. and ··fled southern Sudan in ·an :ex:- about .400 �f �e Lost Boys were already. in d 
odus of bibli�al propomons .. Yet by:the:time.'the cou·ntry, and I had met � small n�mbcr of then 
Lost Boys reached ilie Kakuma· �efugee Camp, In Boston,· I Watched one new arrival scream a.n 
their numbcrs had bcen cut nearly in·half. · run in fear : at the. sight of. ari escalator. Ridlli 
Shonly after the Lost Boys settled into Kaku- along ·a wobded road en route to his new sul 
· IN THE MEANTIME, THE TEMPERATURE IN FAR- m� which ·is set on an arid plain' 60 miles. from urban home, ,another peered anxioµsly out tl 
go had dropped to 15 below� with. an unwelcom- . · the Sudan border in' northwest Kenya, various . window of his foster .family's gleaming miniva 
ing wind shearing off another 20· d�grecs. For p�chologists documented the group's extreme �fore finally gathering the courage to ask, "A1 
· the three Sudanese boys about to touch down on exposure to violence and death: as many as 74 there lions in. this bush?"' Given the magnitu� 
Nonh Dakota's snowy plains, cold w.1s still a . percent _of the boys survived shelling or air bom- of these ki�s' adjustment, it was hard not t 
concept without weight. All they knew of it :was bardment, 85 percent saw someone die from wonder how it would all work out. · 
what they had fel� grasping a bottle, of frozen starvation, 92 percent said they were shot at and I am quite cenain that Peter was thinkin 
water an aid worker handed them one day during 97 percent witnessed a. killing. ·Scott Peterson, a . something similar when ,he ducked out of tb 
a "cultural orientation" session at the Kakuma journ.3.list a�d the. autbo�. of "Me Against My USAir flight that carried his all-male family l 
Refugee ump, a p�ce where the t�mFaturc · Brother: At War in Somalia, Sudan and Rwan- . Fargo, a city that is 97 percent Mtitc. The brod1 
hovers around 100 degrees. Cold was linl� more da," desg}bcd the Lost Boys, whom he mei sev- . ers spent ·36 hours in transit, pa5sing throug 
than a word, the Saine way "flight" had been just eral times during their itinerant years, as "among Nairobi, Brussels, New York and Minncapolii 
a word until the mome�t their cargo plane lifted · the mos� badly war-traumatized children ever jumping nine time zones. They had travdc, 
out of the red dust on Jan. 29, causing their examined . ., without money or coats or lu�ge beyond th 
stomachs to lurch as the eanh·. below them - . . . -· . 
the spi:awl. of huts and 'the d�d nvei'beds and 'T. h gh � ' . . d A ·o· :::.,thoill':t�'r.l
a
:�-wishers lining the 
. 
mu sargos 
.
airport wm o": ete�
-
ut 
Peter Out and his two brothers belong �tO· .�----· eved the dark, ice-covered plains of his unusual .group of refugees referred to by aid Of- J · · · · 
ganizatiom �t;he Lost 80rs 0£.suda!!, a.group ?f · new home 'Excuse me ' he said 'Can vou tell me, roughly 1 0,000 boys who · amved m �nya m . · • ' • J · 
1.992 s�king re�gc fi:om �heir '6°�ntry's"frac'." . p·lease . · 1·s ·t now n.1.ght or day' fl' nous avil war, whi�h.pits a nonhem, Khanoum- ' • 
'." . .. - based. Islamic.govcmriient �t..Christian .and · 
animist rebels in the �uth. 'What is remarkable N�.;,- �f��·r �in� years .of su-bsisti,ng· on ra- . ;�all backpacks that 
.
contained o� so� pho 
--· ·--�-aboutthe-Lost-Boys,..who..w.ere n�� *�r. �t�! . tioned com :m�.�h and lentils and livin'g largely tographs of friends,- several prayer booflS and ar 
Pan's posse of ot;phans, is. that they arrived in ungovem�d bf. �dtilts, the· Lost '.Boys of Sud:m .. ··.- ·Africa1nhir:t'.md ap-Peter-broughos·a means 01 
throngs, having been homeless a:nd parendess for were co�g'to'A:merica. In 1999, having deter- remcmbcri'1g their.homeland. 
the better pan of five years. ,As a group, they cov- . ·mined that repatriation was not an option, the It .. was now neatly 1 1  p.m., and the airpor1 
crcd in the neighborhood of 1,000 miles, from United Nations High Commissioner for· Re�- stood �rily hushed. The wind was hunling of1 
· . Sudan to Ethiopia, Ethiopia back to Sudan and fi- gees, working . �ogether "rim �be State Depan- the prairie, rattling the broaa windows, � 
nally to Kenya � a slow-moving_" .column of ment, recommended roughly 3,600 of them for tendrils of snow snaked across the taniiac. The 
mostly children that stretched for :miles across resettlement in the United States. About 500 of usual gaggle. of bricf�toters and college kids 
the equatorial wilderness. Tfie ·majority of the t.he Lost Boys still under the age of 18 will immi- · filed from the· gate . and then, a head above the 
.boys belonged to the �inka. or Ntier tribes, ·and. grate to the U.S. by the end of this year, becom- rest, came the three brothers - Peter, Maduk 
most were then between the ages of 8 and 18. ing the largest resettled group of unaccompa- and. Riak .......... caeh. one long-limbed and lanky, 
(Most of the boys don't know for sure how old nied r�fugce children in history. With federal with flashing eyes· and dark African skin and 
they are; aid W<>rkers assigned them approximate funds and the help of social service agencies - wearing a quiet ,and unrc:adabk e�ssion. (At 
ages after they arrived in 1992.) As Red Cross 'primarily Lutheran Immigration and Refugee the request of resetdement agencies, the refu­
and United Nations relief workers scrambled to Servic�s and the United States Catholic Confer- gees' last names are not used here.) They came, 
find sh�Jter for them, the boys - which is how ence - they will be placed in foster homes and as most of the lost. Boy5 had, with hopes of fur­
they all, regardless of age, ref er to one anotbc.r - apanments in cities ·across the country. Most are thering their education and with worries. too. 
described an almost unfathoinabJe joume.y. expected to stan school within a month of their having heard rumors that A�rica was a land 
They endured attacks from the nonhern anny arrival - at a gDde level commensuDte with covered in ice and darkness and that black boys 
Sara Corbett is a writer living in Portland, M�. 
their ages, thanks to the rigorous English could not walk with white girls without �tring 
·schooling that mosr boys received ar Kakuma. shot. Cultural orientation class had taught them 
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;AbW�: TIN iG/t#miz Ri/�gtt Camp. 
1992; Right: Peter Riek and his foster fami�v 
-Jeff, Carol, Wayne and Ra"chael Reitz 
- are still adiusting to one another. 
a· few things - that houses wouid have inany 
rooms. that women held the same jobs as men 
- but like the cold, this was :ill still inconceiv­
able. The words describing America had piled up 
without real meaning:· -freedonr, ·democracy, . a 
safe place� a land with food enough for. �eryone. 
Each brother wore a thin gray sweatsuit issued 
by the State Departmen� along with a .pair of 
flimsv white canvas sneakers. Each carried his 
preci�u5 immigration documents in , a plastic 
bag. Maduk, 1 7, and Riak, 1�, appeared petrified 
and · uncenain of what was to happen · next, but 
]>eter Out. who is small-framed with a high fore­
head and 3 thoughtful demeanor that bespeaks 
·the fa�t t�t he has been in d�ar=ge 9f his family 
s.ince �rnin_g . 12. stepj>ed forward. He pumped 
tlltdiand of Michelle lrmen� a 25-vear.-Old ease­
worker from. �theran Social -Services of North 
Dakota, who stood smiling .nervously. As she 
scaned to usher the three boys toward a pile of 
. winter coats ·and hats sh.e had bought for them earlier that day. she realized that Peter was not 
following. He was instead studying the b.lack 
night and spiraling snow through the airport 
window, puzzled. remembering possibly what 
that businessman · Minneapolis said about sur­
viving Fargo. " cuse me:' he said. worriedly 
eyeing e dark ice-covered plains of his new 
me ·can ho�e. "Can you tell me, please. is it 
now night or day?" 
nils IS A STOVE BURNER. THIS IS A CAN OPENER. 
This is a brush for your teeth. The new things 
came in a tumble. The brothers' home was a 
sparsely furnished two-bedroom apanment in 
the .. basement of a sterile.-looking complex on 
Fargo's south side, for which they would pay· 
· $445 a month. It had been stocked bv· a resettle­
ment agency employee, primarily �th dona­
tions from area churches and businesses. and the 
randomness reflected as much : there were two 
bundt pans, six tubes of t'Oothpaste and no tow­
els or cutting knives. Nonetheless. it was a good 
stan. A loaf of white bread sat on the ·counter 
alongside a bunch of ripe bananas. There were 
cans of beans, a jumbo box of .Com Flakes. tea 
bags. a modest <'.'.ollection of mismatched dishes 
and a gallon of whole milk in the refrigerator. 
.Another caseworker. an energetic and some­
what impatient Somalian man named Yusuf Ibra­
him. worked the kitchen faucet for Maduk and 
Riak's benefit, speaking in louci deliberate Eng­
lish. "Hot .. Cold. On. Off. Do you see?" Maduk, 
whose wide-set eyes and broad cheekbones give 
him a sweetly soulful. appearance, nodded care­
fully, as Riak. whose face still carries a childlike 
roundness, giggled behind him. Each boy then 
took a tum at the sink. awkwardly shoving the 
faucet handle to and fro. 
contented himself with a .pair c;>f ill-fitting jeans. 
Back in the living room, the quick-moving 
Ibrahim emptied a garbage bag full of donated 
'clothing on the couch: a couple of weathered . 
three-piece suits and some polyester pants ·and 
shon-sleeved pastel shirts. Mc;>st of it looked to 
. have come straight from the closet of an elderly 
man, one who -wintered in Miami, no less. Watch­
ing young Maduk check the size of a rumpled 
shin against his spidery· shoulders, I was strud� 
by an uncomfonable feeling. one I would have 
That the �ys are accustomed to receiving aid 
concerns so'.me of those who . have helped pro­
vide it. ''They 're going from an environment 
where you've basically been given everything at 
the camp· tc>; an environment where you have to 
work, you have to produce," says Steve Redding, 
who directs 'the Kenya and southern Sudan pro­
grams of International Rescue Committee. ·�It's 
a huge leap�" And if my first · impulse was to 
want to shelter Peter. Maduk and Riak from the 
shock of this transition, Ibrahim, who amved as 
a refugee from Somalia iri · 1996, took an unspar­
ing, sink-oMwim approach. Clearly, he had had 
to. wrestle with everything from can openers to 
food stamps himself at one point. and he had · 
muddl�d through. In addition to working as a 
Lutheran Social. Services case manager, · Ibrahim 
0. ne Lost Boy was horrified·w�en his foster 
parents opened the door .to his new room. 
'I do not want to sleep alone,' he.said. 'l lived al111ost 
more thcu:i once during my ti�� in Fargo. I fully 
understood that these boys were lucky, that there 
were thousands of Sudanese left behind in Kaku­
ma - and millions of refugees. stuck in camps 
across the globe - but still I could imagine, pain­
fully. the small indignities and �uluiral stumbling 
blocks that lay ahead. As petty as this seems, the 
feel-good power of American charity was lost on 
me the second I imagined Maduk.showing up for 
his first day of high school dressed in govern­
ment-issue whit.e can�as boat shoes and a shin 
b_etter suited for a reti�e on a �ise ship. 
Someone more versed in refugee politics 
might point out that these kids have spenc most 
of their lives as the beneficiaries of fif'.st-world 
donations, and thev are obviouslv fortunate for 
it. According to Sute Depanment estimates. the 
combination of war. famine and disease in 
southern Sudan has killed more than two million 
people and displac_ed another four million. The 
Kakuma Refugee Camp has no less than eight 
international aid organizations operating within 
its fences. with the United Nations providing 
subsistence-level food rations for the 65.000 ref­
ugees from seven African nations currently liv:. 
ing th.ere. What little clothing they have came 
mostlv from American church drives. and as a 
result: the boys in Fargo had a surprisingly re­
fined sense of what could pass for .cool. The fol­
lowing day. when another bag of clothes arrived 
at the apartment, Riak immediately pounced on 
a sleeveless Denver Nuggers jersev. while Maduk 
. h •- · · - �-- · - · . 
runs a small African impon business in Fargo . 
and like any good American entrepreneur:. he 
conducts much of his busmess on a cell phone 
while driving his S.U.\� 
Before taking leave of Fargo's newest arrivals. 
late that night, Ibrahim sternly inspected the 
three young men. who now sat on their donated 
couch, fingering their donated clothes and sag­
ging with fatigue as the wind howled outside. As 
if reading their thoughts. he issued a booming. 
fatherly admonishment. "Open your eyes." he 
told . them. "Don't chink of Africa. Start vour 
new life strong. ·· · 
The next chy. when I returned to the apan-
, me�t at noon. Maduk ,greeted me wearing a pair 
of ski gloves. though they had pushed the ther­
mostat to above 75. Riak. looking bleary. said he 
had slept poorly. plagued by · dreams of men 
fighting with spears. Peter. however. was bright­
eyed and eager. dressed in a green woo) hat and a 
navy blue three-piece suir. They h:ld been up 
since 5. he said. Thev were terriblv hungn·. 
"What about yo�r food? "  I ;i�ked. g�scuring 
to the bread and bananas and the box ot cereal 
· sitting on the counter. 
Peter grinned sheepishly . .. We are uncertain 
for whom it is designated." They were not onl�· 
hesitant to eat withouc permission but also 
seemed challenged by the food itself. circlinJ?: the 
box of Corn Flakes ;is if it were a museum piece 
or something ch:a. improperlv touched. mi�ht 
explode. Though I had explained to them chat I 
was in Fargo for professional reasons, to write 
.i� anicle about their journey, they were now 
looking to me for help. The four of us !stood qui- ·· 
edv before the food in a shared moment of con­
. fwion, until finally I seized the· box of Corn 
Flakes and handed 'it to Maduk. "Open this," I 
said. He looked at .me blankly, and it dawned on 
· me· that in a lifetime ·ofcookirig ID.lize arid .bean·s · 
over a fire pit, he had never before opened a box. 
And so began an opening spree. We opened a 
bag of potato chips. We opened a can ()f beans 
and unrWisted the tie on the bagged loaf of · 
bread. We u.nwrapped some I Can't Believe It's 
Not Butter and dropped a pat to sizzle in a hot 
pan on the stove. We cracked eggs, each boy tak­
ing his t�rn. erupting into paroxysms of laughter 
.lS the shell shattered in his grasp. After the eggs 
were scrambled and the food laid out, Peter, Ma­
duk arid !Uak sat do'Wn and ate, chewing loudly, . 
not saying a word until most of �t was gone. 
DESPITE THEIR NUMBERS, THE LOST BOYS TELL 
stories that are remarkably similar and uni­
formly disturbing. One afternoon this winter, I 
visited with a· groµp of · five 1 8-year-olds who 
were ren.ting a two-story . bungalow next to a 
busy 7-Eleven in Grand Rapids, Mich. They had 
arrived a month earlier, just · before Chris'tmas, 
and though · they lived independently, a retired 
dental technician · named Dave Bowman, vol­
unteering through a Christian resettlement 
agency, checked on them almost d:iily. When we 
�athered .in their living room to talk. Bowman, 
�horn the boys c:ill Dad, presided proudly. 
They were as raucous and · spirited as teenagers 
ofren are, jostling for position on the couch and 
hamming and . throwing rapper poses when I 
pulled out a camera. They spoke excitedly abou t 
JU the changes the last month had wrought. 
They were learning to pby basketball. ("We 
practice a lot. but we are not expert in it. " re­
ported a boy named James.)  They were mas-
tering hous�kecping. ("We have learned . the 
d�aning machine, .. announced another, · Phillip, 
gesturing toward the spotless beige pile carpet.) 
They wer� perplexed by American teenagers: the 
fact that girls wore trousers. that 1 6-year-old 
boys could be so big and health}; that students 
of
\tlit�s1t:���
e
1o��:rt:�::i�e·' journey th�t ' 
took them from Sudan to Kakuma, ·they stopped 
fidgeting and instantly grew more thoughtful. 
This-was--oommon among rhc Lon Bey�oke 
with. While 'they can be strikingly unemotional 
describing the horrors of their pasts, they none­
theless se�rn eager for Americans to appreciate 
the plight of their country. Predictably, those 
who had been in the U nite'd States a month or 
more were. the mos·t comfonable reflecting on 
what they had been through, while newer arriv­
als .often seemed o\'erwhelmed. In this particular 
group. a rangy, slightly walleyed boy named Wil­
liam Deng dominated the conversation. He was 
dressed in a high-school wrestling sweatshirt 
and. neatly pressed khakis. He carefully removed 
his baseball cap before beginning to speak in pre­
cise. practiced English. 
It was November 1987. As was the custom 
for boys in the Dinka tribe, William spent much 
of his time tendi.ng to his family's cattle in the 
bush several miles from his village in the Upper 
Nile region and camping out at night with his 
two brothers and a c'ouple of cousins. One af­
ternoon, they heard the sound of gunfire near 
the vi llage, but dismissed it, figuring that ban­
dits had come to raid for food .. "The next morn­
ing, we were about to go home when we saw the 
smoke," William continued. "I climbed J tree 
and saw that my whole village w:is burned. ·· 
When the boys went to investigate, their tears 
were confirmed. �·Nobodv was left sta.ndin�. 
Some were wounded: som� were killed. Mv f;_ 
. ther w::is dead in the compound. So we iust ran 
awav. I was 5 vears old at the time . . .  . . 
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William s�spects that his village �s wiped ou 
by the northern government's Islamic arm) 
which has engaged in a brutal 1 7-year campalgi 
to break the .south ·and bring it under Khar 
tou�'s sway. As much as it. is a religious war i1 
which light-skinned Arabs oppose dark-skinnec 
Africans, it · · is also a battle for control ove 
.southern Sudan's undeveloped resources - it: 
oil fields and arable soil. And caught in betweer 
are the Dinka and Nuer tribes, who have seer 
their vilfuges burned, their livestock stolen, thei: 
families. decimated. Civilians are deliberately tar· 
geted, and access to food aid i� manipulated as : 
matt-er of military strategy. resulting in "",.ide· 
spread famine. The systematic .violence and de· 
struction in· southern Sudan must be counted a� 
one of the last century 's most brutal \\�ars. 
Sitting in his Grand Rapids living room, Wil· 
li:am Deng easily conjured the 13-year-old mem· 
ories, recalling in vivid detail what ha� been onl� 
the beginning of a tonuous journey. After twc 
days of hiding in the bush with a handful of oth· 
er boy� from his village. �e ·was discovered by 
soldiers of the Sudan People's Lberation Arm�� 
a ragtag rebel �oup that defends southern Su-
__ dan .f��� �h,e n.�11-��!1.l. a_�Y.. Ac�.�.rding .to Wil­
liam, the first thing their protectors did was to 
«select some soldiers. "  ffhe liberation anny has 
been criticized by a number of human rights 
groups for recruiting children to fight in the ci_\'.­
il war.) They then instructed the younger boys 
to head east toward "Ethiopia, where they might 
find a school. "Thev told us we should resettle." 
he said, his fing�rs ·kneading the baseball cap in 
his lap . .. ·Your people ar� not aJi,·e, · they told us. 
'You better go get an ef:iucation . '  ·· 
The rebel soldiers neglected to ment ion that 
Ethiopia was hundreds of miles away. When I 
brought this up, William responded a touch bit­
terh� " 'Yes, when \'OU want to trick a child. you 
sa�' ·you are just g�ing a tew miles, to safety." he 
said. "But it took us manv weeks to walk there. 
Some of us were e.uen bv animals: some were 
.;hot. Manv of us died." 
. 
As gov�mment troops cue a swath through 
southern Sudan� reponedly kill,ing the aduhs and 
taking girls as slaves, scattered groups ot surYiY­
ing boys, suddenly orphaned. were discovered by 
the rebel anny and pointed toward Ethiopia. A l­
most impossiblv. their numbers swelled into the 
thousands. as �lore and more bon mJde their 
wav toward satetv in  a kind of su�reJI diaspor.i. 
oft�n tollo'\\-in<>· i� the footsteps of t1ieir elder�. 
who were nov.·�ot much older thJn 1 .2. Snme i n ­
tact fomilies joined the march ( Peter. Maduk .rnd 
Riak made the trek ";th their p.irems .md three 
of their sisters. ;1 1 1  of who1�1 were shot lw �on."rn­
ment soldiers three ,·ears later.J , but unJcl·nmp.1-
nied boys st ill rnmp�)sed t he m.ijnri1�·· 
Bv m ost accounts. · the iourne,· w F thic,pi.i cook between 6 :md I 0 week�. Th� b(w� t·(,r..t�ed 
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. ' · : : .. _ , ... _. :·:'..�iij{�t'Li.Si:�;ti;;�� Ref.gee c�ter, :/.99�. Right:'iii41t in 
" th� blnC:h lin� 4lilt.ni0r h•gh� whm 
he 1!.'slially.eats by hims�lf 
. :1!{ � , 
: • •  1 � I ' ( 
dictator Mengis�.H��- � oye��.·· ·�: \w�4 ·���e .�  �4ips �n<;c. �� �·Se-. and replaced by:a Jea4.e.r no·longer . . �th�µc u>.: . , . euniy,.�9�,:wn .F���"arid:��:�:ai:iy-[iil.•! I-; 
has beeri· ?cpoited 'd1a.: .. �e.y �·J�g a�k; . . Jot�eni ofSiX 'kilog1ams · c�ughly H"po�dS) 
for what foOd the}r could fmd, su�ving o� dug a foxholC oui.Side his':dO<>r� . · " �/ -: " . " . . . .of ci>� or. Wheadlour·and a half.;cup of:��tils; 
- leaves and berries and the occasional boon of a Somehow, mornbail �·o�ooo hbe bOys.in.irac- . .  the eqliiv.ilen� of ' 1 ,90q kilOcal�s a day -
Willt ·�g carcass. Some boys staved off dehydra- ulously trailed into ,Keri)'a"and ihto the. amil of . hardly. a feast, bu�' enough. to· keep a �y alive. 
tian by drjnking their own urine. All th� while, the United Nations during the summer of 1992 . Most of .the boys I talked to reported �ting· one · they· tried to avoid other humans, since nearly - even . . as Khartoum government forces smaU bowl of porridge a day, adding ,that they 
anyone theyenc9U11tered - govemrnent.troops, . bombed the l'e3:J' of their proce5sion as a final- often were fprced to trade some of their raii�s 
rebel recniitment squads, slave traders and rival f�U. "Some· ai:e s.till dying, even in the refu- on Kakuma's raging black markcdo� other nc­
tribes - woold very likely be hostile. The itiner- gee camp," William Deng �aid that day in Grand cessities, like firewoOd and clothing. Usually by 
ant children traveled mostly under cover of dark- . Rapids. Then h� put 'the cap back on his head and the Utb day, Peter told me, thcy·wotild run out 
ness, hiding by day in forests am;l swamps. stood up. They were leaving soon :for a weekend of. food. It : was also not uncomm�n for the 
Over time, many grew weak from hunger and .bus trip to nonhem Michigan with a local youth U.N. food trucks to roll into camp a few days 
exhaustion and fell behin�·becoming easy prey · group, and it was timt" to pack. Within minutes, late - held' up by bad weather. and ·donations 
for lions. Some of the boys were rep0nedly the five boys had bounded upsUirs, where to· the not coming through - causing evciyone to go 
trampled by buffalo. When the mars41ands of beat of Michael Jackson,s "'Bad'" the)' filled their hungry. "We call� · those black �y5 .at Kaku­
th� west gave way to dcscnlike terrain, they backpacks with sweaters,' snow boots, a biogra- ma," Peter said. "Our stf?machs felt burned af­
fe>Und themselves with neither food nor water, phy of Michael Jordan, a stick of Old Spice·- all ter too many days, and no food." · 
and thousands, it has been estiniat�. died as a the curious riches of their·new-life. Hombacher's, . a s.tandard-issue Midwestern result. "HC>W did i keep walking?" said one boy, grocery store, proved to be full of wonders. The 
· describing the descn crossing .to: a writer visiting . "WE F,EEL VERY HAPP\;,, PETER OUT TOLD ME electric doors. The grocery �- The riotouS' 
Kakuma. c'Wben I saw a small boy walking, I ·on his third day in America:. "7he only problem roWs of brightly packaged food and ihe amplej 
would say: 'See � small boy? He is walking.' here is the coolness.,, Along with Riak and Ma- bodied white people who filled their cans with 
'And I would ·carry on." d� he had just run through fresh snow in a whatever they �hcd to buy. With the eyes of . Near.the �dllopian border·is a quick-flowing comic, storklike sprint from 'the front door of nearly every shopper in the store on· thcm, the 
river called the Gilo, and many more of the Lost his apanment complex to. the dubious shelter of . boys wandered tentatively through the produce Boys died wl,il� attempting io· cross it. Phillip, my car. He was again in hi� three-piece-suit en- section, looking but not · touching, · until Riak 
one �f ·the boys in Grand ·Rapids, said that he 
had had goOd luck at the Gilo: he and seven 
Th d d k L h h 
· �0t;:5�:��t�:;,-:;;>.��i/:!�;. ... .ey �n · JJf.� ��!�!; .s rrom t e nort em army, 
- flipped. c'Thtee dro�ed and one was eaten by a . . marauding. bandits -�nd.Iions who. preved-·on crocodile,'•. he sud. .:"�1,1 he gestured toward J · 
James, a: quick-to-:stlijlC�:,'saP-toothed boy sitting · the weak. est among them. Ma.ny died from starvation. across the room. "He was :With me then�'' Phillip 
said. "He is like my.brot�cr now." 0th · .. d d · l b . - _] • J . . .. ·-· rn £tliic;p�·mifl.0St-Boys]Sasscthhree years· · ... · - - - etS· ·· fOWile ·· ·· Of W€fe ea en . .  ¥-Cf0€ecll es�· :_ .. 
living U. several U.N�-supponed camps, 
watched over by anned soldiers from the Sudan 
People's Liberation �y, some n� ·older than 
the boys themselVes. There has been.speculation 
that the anny conducted military training inside 
these camps; at the very least, the rebel army had 
a stake in keeping the Lost Boys alive. "Those 
boys were their recruitment pool,'� ·says one 
journalist who visited the Ethiopian camps in 
t99o and observed the anny's strict control over 
them. "Those were their future soldiers. They 
didn't w:ant the manhood of ·the nation, so to 
speak, to be wiped out. .. 
Yet in the constantly shifting mosaic of African 
geopolitics. whatever stability they had w.as rel­
atively shon lived. In 1991, when the Ethiopian 
semble but today had added a pair of .vinyl cow­
boy boots found in one of the donation bags, so 
small for his feet �e couldn't zip them. As the 
two younger boys s�t in the back seat; their 
breath _pooling in frozen clouds befo� their 
faces, Peter forced a brave smile. It was 9 below. 
The night before, Maduk had been gripped by 
stomach cramps and diarrhea, his 6-foot-1, 141-
pound body reacting violently to the sudden in­
flux of proteins and· complex carbohydrates. 
They were now eating with more eaution, stick­
ing mainly to white bread, their supply of Which 
was nearly gone. I realized, of course. that they 
didn't have a dime with which to buy food. Ac­
cording to their caseworker. Ibrahim, the boys 
.d�scovered a bin of green mangoes, which trig­
gered .a round of excited Dinka chatter. As we 
made our way through the .store, they · rec­
ognized nothing else ·except a bag of rice, but 
each new aisle seemed to embolden them, and 
soon they were moving as a meticulous threc­
man inspection team, studying labels, 5queczing 
boxes and quietly pronouncing the names of ev­
erything from Special K to Velveeta. 
''What is this?,, Maduk asked, holding up a bar 
of Dove soap. 
"That's soap," I said. 
"What is ��is one?,, he said, hefting a fat block 
of ust. · � ·'That's soap, too." I w.aved my hmd in a wide 
.• ( \ 
( 1, 
( 
cin:le, top shelf to �om, back and fonh, en- Kakuma, they had ancnded school daily, sitting 
compasSing .the antibacterial soaps, the deodor- on benches along with 1 00 or �ore students .in 
ant soaps, the soaps for men, soaps for women, a class wi�\a little in the way of books and paper, 
soaps for babies. ·� of this is soap," I said. studying English, math and science under the 
"0.K.," Maduk said, appearing �oubtful: tutelage of U.N.-fioanced African teachers. 
The next aisle over, Peter touched my shoul- And if their language skills were any indication, 
der. He was holding a can of PUrina dog food.· under the circumstances they had managed to 
.. &cusc .� Sara, but·� ·YOU ·tcU.·me· What-this ··· ··learn quit-c effcctively.-NearJy every- Lost ·Boy I 
is?" Behind him, the pct food was staeked pr.ac- me� spoke a fluid, British-tinged English. 
' tically fJoor to ceiling. "Um, that's food .for our �1heir thirst for knowledge is so g�t," says 
· dogs," I _;answered, cringing ·at what dJat must . Terry Walsh, vice president for a refugee pro­soupd .lilte to a man .wbo had spenuhe la:st eight gram run by Catholic Social Services in Lansing, 
'_ y�-��g� ��g�.:-AJi, J ��.�.�-�(f __ �d. re-:_ . Mich. . . "For .most refugees, education is impor­
placing the can on the sheH and appearing satis- tanL But I've never met a group more de<licated 
fied. He pushed ·his grocery can a few more . to it.· Education has always been the pot of gold 
steps and �n rumed again t� face me, looking at the end of the r.imbow. •• 
quizzical 1'cU me,•• he said, "what is the work In Fargo, I had been told that Riak and Maduk 
of dogs in this counny?" . · would be immunized and then go through 
The most difficult questions to answer, placement testing at the local public schools. 
though, -.yerr logistical rather than cultural. In Peter, on the other hand, "!fOuld attend adult­
thcir first week in America, the three boys saw education classes and be expected, in sh.on or­
litde of their case manager, who was focused on der, to find a job. I was unsure whether he kn� 
the mountain of paperwork involved in proc- this. From what I could gather, they had cm­
essing them as refugees. DisheancneC:l by the barked on the journey understanding very little 
weather and intimidated by ;ust about every- about where and how they would land. I also 
thing, right down to the struggle to lock and knew, through Lutheran Social Service officials, 
unlock their door, Peter and his broth�rs passed that Peter was to be licensed as a foster parent 
long hours sitting inside the apanment, won- to Maduk arid Riak, so that the three could le­
dering when their new life troly would begin. gaily remain independent. Ycl this was a sur­
Above all, they were cager to stan school. At prise to Peter . .. We are wondering why we stay 
LIU'T· W ll N•Y •TO llll &11.IAl•ON .. ••OY&1 ,J&rr •_•&•II� .�O • · T H ll  N ll W  YO·� TlllllS. 
alone,.-· be said one morning. "You sec, - it wa: 
explained to us that we would have a dad.•• 
Fmding. foster homes for the Lost Boys ha: 
been a unique cba.Ucnge, since resctd�ent agen· 
cies are intent on keeping the boys in the .. famil} 
groups" they fonned in K2kuma. where five 01 
more boys .often shared a_ hut. Two weeks before: 
Christmas, Jeanne ·Woodwmf, who manages the: 
Unaccompanied Refugee Minors .Program for 
Lutheran Social Services of New England, was 
scrambling to find Boston-area homes for a hand­
. fuJ of Lost Boys, just days ahead of their arriv:U. 
··rvc been Calling-foster parents and saying: ·ean 
you take rwo children? You can? How about 
three?' " she said. Across the country - from 
Phoenix to Seatde to Jackson, Miss. - families 
have Signed on to become parents for the Lost 
Boys. (Foster parents are subject to rigorous 
screening and receive a monthly stipend of about 
$500 for each child. depending on their state.) 
The first time I phoned the Rev. Ross Goodman, 
a 41-ycar-old pastor in Arlington, Mass., he w.as 
· out at a Jocal junkyard. searching for an extr.l 
bench scat to fit more bodies into his family's van. 
Today, he and his wife, Janice, have eight children 
- foor of their own and four .adopted Lost Boys 
- under their roof . .. It's made our family life a lot 
richer." Goodman says. The enrichment extends 
to dinner-uble convergtion, where one of the 
boy� recently described . Contin11�d on Page 75 
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ws+B� . .. . i.im�!  1bc��� gnpplmg ww. tbc ._ ..... _ <"My a11y brd mournful smg;ng coming 
;-�4�m:e lm:t:.�J@ . . i��; 
· raiSed oii ''The Lion King� arid visns treatincnt. afi'ei ihey· resmhed 'how was surilcd to learn that he wa5 to indiVidualism. ..At night, every­
tO the zoo," Goodnlari notes. ''This much telrnsi0n'' he could watch. live without his ·friendS from Kaku- body disappears into their rooms;· 
·�.adds something to ihe� per- · Another p�t,bas media�� sev· ma and even more horrified whcri he· had told ine earlier. "It'$ very spective... · · era.I shouting·:matches ·between his his fo�ter parents .proudly pushed _ . stra.Pgc to me." For a moment he 
. Yet as much · as Peter Dut :was · biologiCal ch�d� arid His refugee open the door to his ric-W room. '"I looked deeply sad. «Being alone," 
hoping to have �n Ameriean family· �hildren. As time. goes· by, some .of d<> not want .to sleep alone," Peter be bid finally, "make.s me think 
.. . in·· F�rgo .. ttj.:·guickihii'ri; .. th�re" m.'.: tlicse.rifis:are.Jikdy.�o. deepen. Ac- told me one . afternoon at the Cen- abo�t what"s _going on in Sudan." · · oilier l.osf ·&ys Who ·w0uld :�.A.y· co�g to p$ychologi$ts ��·work . . te�· f�r Ne\V Americans in.Fargo. "I . 
. · -that. the .thrrc "brothe� were l�cky w.itfi' war vkti�s, refugee children lived almost 1 1  years in refugee · LAST SUMMER, .WHEN THE UNITED 
to live on their on�· William Deng, who have finalJY reached a safe and camps, but I never lived alone.*' Nations High Commissioner for 
· the talkative 18-ycar-old in Grand stal>le enviroiiioent ·are often· con- That evening, I visited his foster Refugees sent four American con­
�pids. acnsally asked to be trans:--. fronted. with long-suppressed feel- p�nts, a smiling, earnest couple sul�ts to .J<ak.Wria tci interv'iew 
ferred · out of foster care, leaving ings . of fear, .guilt· and grief over naincd Wayne and Carol Reitz, and Los� Boys and consider them for the 
his two. younger brothers and ioin- what they .fiave been through.. Even rwo of their children. They con- newly announced reserdemcnt plan. ing a group home� "My wh�Jc· life in the context of a loving foster fessed that they, too, were still there were sev�ral stipulations. In 
I've been in charge of myself," he family, �his can heighten a young )�ming to adjust to Peter's pres- order to qualify. the refugees had to 
expiained si�ply . .. I did �ot c�� refugee's -���!?!�olation. .. _:___��· 'We.�_abo�!_?��r _ vt;ry_,:"_ hav� aajve4 � .before. 1995- --
--1heraliiify-lif2'Amonth later, In Fargo, I nieta-Nucr-liOy much," Carol said cautiously as Pe- as unaccompani� minors, and per- -
however, Walliam moved again and · ,named Peter �ek, who w3s 17 tcr sat on the couch nearby, quietly haps most important, they had to 
now lives as a guest in the home of when · he . arrived from Kakuma in studying the floor. "But we're convince the interviewers th3t their 
his high-school ·principal. November anti was placed, alone, in sometimes not SUf'.'C how he's feel- parents were either dead or untrace-
Struggles with �uthority arc, of a foster home in a neatly manicured ing about things • ., They were aware· able. Beca� the U .N. tries to rrsct­
course, the stuff of just about any ' subdivi.sion on the nonb side of the of his loneliness, but felt helpless to tie refugees in a third country only as 
teenager's life, but the Lost Boys� - city. Afterthree months,·he � still it. At night, she said, they .occasion- Cimtinued on Page 80 
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. . . a Jast'resoii·� there is little or no hope of a safe 
rmUn ......;. •c!)r, m the case' of children, family reuni­
fication' � the consultants specifically asked Cach 
.boy whether he had tried .to mce s�g relatives. 
':'J intenrieWed 405 boys and y� �·.·says Ter-·:::, . - · ry-Walsh .of Catholic ·SocW servi� ·�· J�never 
·met one who g<>t a favorable response. · (Cunously, 
interVimng ·a fraction of tl1e. bofs Walsh
. 
did, I 
·. :  . . spoke t<>sevml, now�dy � who sat� they 
· had silccessfully traced parents through a rudimen-
tary Jena-passing system set up in the camp.) 
· Arguably, whether their parents. are living or 
.no� most of the Lost Boys have no choice .but to 
move on. A return to southern Sudan would be 
dangerous� if not fatal ''There is nothing left for 
th� Lost Boys to go home to - it's a wa.r zone," 
says Mary .Anne Fitzgerald. a Nairobi-based relief 
consultant who spent three years reponing on the 
Lost Boys' plight for Refugees ln'temational. 
•cpeopJe are bemg bombed and str.ifed. There's 
heavy. fighting, and the boys would be prime tar-
r ' gets. In a �· men are vital. They'd either be �ed 
, ·. by the eneiny or inducted into the rebel army." 
At the same time, life in Kakuma is not entirely 
secure, either. As is frequently the ease with refu­
gee camps, those who live inside the camp are bet­
. tcr· off than the indigenous people . -living beyond 
. ·its borders. In this case, members of Kenya's Tur-
kana m'be, recognizing Kakuma's relanve wealth, 
. frequentlyconduet ·anned.nighttime-raids.A-week--. 
before Peter, Maduk and Riak flew to Fargo in Jan­
uary, one of their peers, a 1 7-year-old boy. named 
Deng, was shot and killed by marauding Turkana. 
He, too, had been scheduled for resettlement. 'We 
were often afraid,,, Maduk told me, recalling the 
incident. 'We would go to bed at night and not 
know who would survive until morning.'" 
Despite the dangers and hardships in camp, not 
everyone at Kakuma applauds the wholesale ex­
pon of LosrBoys to the United States. Several Su­
danese Ciders in the camp have suggested ·that the 
State Depanment's money would be i:;.Ctter spent 
encouraging peace in Sudan; echoing the philoso- . 
phy Qf several human rights organizations that 
. .,,. have argued that carefully orchestrated, pre-emp­
tive intervention could stem the tide of displace­
ment worldwide. The elders in Kakuma also worry 
that once absorbed into American culture, the 
boys will lose their African identity and with it any 
commitment to-return. Accordingly, a number of 
the young men arrived in America armed with cas­
settes of taped lectures from their elders, warning 
of the myriad -dangers they perceived in the boys' 
future. One afternoon in Boston, an 1 8-ycar-old 
named Jacob played pan of his tape for me - a 
mellifluous, urgeht-sounding stream of Dinka. Ja­
cob then translated� �·He is saying: ·oon 't drink. 
Don't, smoke. Don't kill. Go to school everv dav, 
and remember. America is not your home.' .. , -
AT 7 A.M. ·ONE MARCH DAY, 1 5-YEAR-OlD RIAK 
stood waiting for �e public bus that would carry 
him to his second week of classes at Discovery Ju­
nior High School. He Continued on Page 84 
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wore blue �s (the only pair of pants he owned), a 
green T-shirt and a thin winter jacket. :ff spring ·was 
ever to come; he :wouldn't have kriowri it then, shiv­
ering in the /brittle air as he stood with a backpack 
. slung . over. one shoulde�, wring o� a four-foot 
snowdrift for� No. ·1 18 bus to appear. Five weeks 
after bis � be was finding lif� in America to be 
.. hard - harder than anyo�.h2d told him it would 
.bi .. At schooL he listened quietly through a lesson . ' on � histoi'f? all but ignored by the white 
· students arOwid him. At lunchiimc,. he found an . open table m the cafeteria, and amid the boisterous - chatter of his peers, sat alone before a mound of 
whipped.potatoes.and gravy. . · 
Nearby at Fargo·South High School, Maduk was 
frequently alone as well, carefully copying passages · 
out of his geography ·textbook. trying not to. look . 
at the shon skins worn by so many of the girls. He 
was learning to use a computer, which excited him, 
and there were a few other Sudanese boys who 
sometimes stopped him in the ball .to talk. Still, 
. after school he felt tired and overwhelmed, sha­
ring a dinner of rice and okra with his brothers 
( 
( 
( 
( 
. ·-·-· 
before retiring ·:to the living room 
to pass the evening hours studying. 
It was Peter Du� though, who· 
worried·the mosL He was attending 
adult-ed classes in the mornings, 
but. found them unchallenging, 
adding ·that he was intimidated by 
the Bosnians, who constitute the 
bulk of Fargo's refug� population 
and who, Peter said, shot him diny 
looks. Though he harbored hopes 
for going to college, be also wanted, 
ba� to .. find a job. Money was a 
continuo\IS concern. The three 
brothers said they · received j0st 
$107 in food stamps ·each month, 
and most of their $510 in monthly 
cash assistance went toward paying 
rent and utilities. 
Without an American host family 
or · church organization . to help 
buffer the expenses,: the three 
brothers seemed to grow m�rc de­
spondent with each passing week. 
R.e5etdement workers were encour­
agirig Peter to stick with adult .ed­
ucation so that he could pass his 
G.E.D. before finding a job, but the 
. bills were piling lip. On a particu­
larly low night in mid-March, Peter 
Out �old me he was · lonely and 
. . . . �b��Lh�.-�CT.C- .�c� . in. -��. 
"'We arc not · eating enough here,., 
. ' he said, his voice weighted with sad­
ness. ""My brothers are suffering." 
I was unccnain how to take this. 
Amid waves of self-congratulatory 
media covering the resetdement cf­
-· __ . _fo� it seemed the ultimate .Paradox 
to have three boys claiming they 
· were · eating less . in America than 
they had in their refugee camp. Had 
we acrually failed the Lost Boys? 
When I contacted the brothers:. case 
managers in Fargo and the national 
office of Lutheran Immigration and 
Refugee Service, . officials stressed 
that there was a "misunderstand­
ing," _that. Peter, Maduk and Riak. 
were receiving donated food to sup­
plement their food-stamp allowance 
and were not going hungry.. When I 
spoke to him again, Peter clarified: 
"They bring us tinned American 
food" - canned food - "and it 
makes our stomachs sick." · 
ing to Dr. Paul Geltman, co-director 
of the Boston <:enter for Refugee 
Health and Human Rjghts, it is ·  
common for a refugee's mood to 
fluctuate. "When someone first ·· 
comes to this country as a refugee,� 
he says, "there's a euphoria of san:. 
ing anew. But when that starts to 
wear off, a lot of problems can sur­
face." He names depression and 
post-traumatic stress disorder as 
two possible manifestations, adding 
that "the need for suppon is great." 
. But ,where . would that �ppon 
come from? Fargo's I.Utbcran case 
managers' appeared overworked. ·A 
local church whose · congregation 
was ,frima'rilY Sudanese had sent 
some volunteers to check in on the 
· boys, but being refugees them­
selves, they were shon on both 
time and resources to help. Peter 
and his brother$, for better or . 
worse, were left to grasp at ·the 
smallest glimnlers of hope. 
One of those came on a quiet Fri.:.. 
day night this winter! 'IJte bo� had 
set about making a dinner of rice · · 
and lentils, filling the low-ceilinged . 
apanment with the smell of frying· · 
onions. As the · food cooked, Ma­
d�-�� Riak taught me an African 
card game, cackling . gleefulfy. each'· · . 
time they won a hand. · 
Meanwhile, Peter disappeared 
into his bedroom and emerged a 
few minutes later, resplendent in 
the African outfi: he had b!"ought,. 
from Kakuma. having traded pre- -
cious food rations in order to ob­
tain It. It was a finely woven, intri­
cately patterned green tunic, . 
. trimmed m an elaborate lattice of 
gold thread, with a skullcap to . 
match. In it, Peter looked regal and 
exotic - '1 foreign king touched· 
down in Fargo, if only for a night. · 
Just then, the doorbell rang un­
expectedly. And out of the cold 
tum.bled four Sudanese boys - all 
of whom had resettled as refug�es 
over the last several years - their 
tall youthful bodies spilling into 
the apanment's small front vesti­
bule. They hugged the new arrivals 
as if they were brothers. Which, of 
course, in a sense they were. I 
watched one, an 1 8-year-old 
name� Sunday, wrap his arms en­
couragingly around Peter Dut. The 
two stood momentarily check to 
check in the entryway's stark light. 
with Sunday in a scuffed baseball 
cap and Peter in his African garb. 
"It's a hard life' here," Sunday 
I had seen ·smoother adjustments 
in other cities, but I also recognized 
that practically all newly arrived ref­
ugees struggle to gain their footing. 
Was this just pan o( the transition? 
Scott Bunsfield. who coordinates 
the resettlement of children in Far­
go through Lutheran Social SCrv­
ices. told me: 'The first three 
months are always the toughest. It 
really does get better ... And accord-
· whispered .to the older boy, "but 
it's a free life too.'' • 
( -, 
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Immigration Law Hits Chi ldren of I l legals, Faribault Dai ly 1 2-7-02 
OWATONNA -Jodi Rogstad -- A tal l ,  lanky, 1 7-year-old named Jesus took center 
stage during a presentation in  at the Steele County Commun ity Center Thursday 
to explai n  .the trap i n  which the chi ldren of undocumented immigrants often find 
themselves: It  is nearly impossible to continue their  education beyond h igh 
school .  
" I  have a d ream of continu ing my education after h igh .school , "  he said in  
Spanish . "Th is · is the dream of many .young people here in  the U .S. There are 
many students who want to continue their stud ies i n  the U .S . ,  but they can't get 
legal ization . We al l  know education is the key to a better future ." 
"By the way, Jesus is an 'A' honor rol l  student at Owatonna  H igh School ," added 
translator Kathryn Gi lje as he stepped off the platform. 
Approximately 70 people attended a presentation by the National Coal ition for 
D ign ity and Respect for I mmigrants (NCDR), of which Centro Campesino is a 
member. Centro Campesino is a local non-profit organization that ·represents 
migrant agricultura l  workers. 
The majority of people in attendance were H ispan ic migra nt workers who belong 
to Centro Campesino, but some local leaders were also in attendance, i nclud i ng 
Owatonna Mayor Pete Con nor and State Rep.  Conn ie Ruth . 
NCDR promotes rights and amnesty for u ndocumented immigrant' workers, 
explained Beatriz Mayo, of Ohio. 
Organizers are pushing for the passage of a federal bil l cal led the Freedom Act, 
which wou ld al low working immigrants to be granted tem porary residency in the 
U .S .  
. 
"This is a law is for workers , not crim in als," she said . 
As Maya and Juan Garcia of Rhode I sland presented the proposal ,  documenting 
al l  immigrant workers in  the U .S .  is a win-win s ituation . 
"The U .S .  government has a tremendous problem with national security," Garcia 
sa id ,  who came to the U .S .  from Mexico in 1 978 as an u ndocumented worker but 
has since gained citizenship.  "If we granted immigrants a two-year residency, we 
wou ld know who the people are in  the country." 
The Freedom Act would be good for the economy because it would provide a 
workforce of people wi l l ing to take jobs most Americans are no longer wil l ing to 
do, she said . Many of these are in  agricu ltu re ,  manufacturing ,  restaurants , 
construction , and service, she expla ined . 
More than anyth ing , the issue is one of changing demographics , Maya said . 
American s  are having  fewer chi ld ren  than ever, and they are better educated 
than they were 40 years ago. 
"There's a need for workers to fi l l  jobs that don't requ i re a formal education ," 
Maya said . " I mmigra nts are recru ited for the worst-paid a nd hardest jobs." 
The proposed bi l l  contains four requ i rements on the part of the immigrant . 
workers, Maya · said . When making the i r  annual  report to the I mmigration and 
Natura l ization Service ( I NS) ,  they must demonstrate they are fil l i ng jobs , paying 
taxes, have no crim inal record , and a re not l iving on publ ic assistance. 
During a l ighter moment, Garcia expla ined how legal izing working immigrants wi l l  
be good for the economy. 
"Right now, the a irl ines are going bro ke," Garcia said . " I magine n ine mi l l ion 
people t ravel ing to Mexico every yea r. And we Mexicans g ive g ifts to everyone , 
including our dogs. I t's proven we have the power to spend l i ke no one else ."  
Members of the aud ience chuckled . 
Afterwards ,  Maya and Garcia acknowledged gain ing enough support to pass the 
law wil l  take time. However, Maya said , the proposal is gain ing support from 
Republ icans.  The U .S .  Chamber of Commerce and other business interests that 
( 
need workers, expressed support for  it, Maya said . ( 
"A lot of conservative th ink tan ks a re now doing serious research on th is," she 
said . �'They are rea l izing we need to do  something to make legal ization for 
(working immigrants) more flexible . 
( " 
Prof: 
'over 20 
percent' 
of 
Faribault 
is of color · 
• Diversity Coalition M�frk Arjes, president of ' Service Direct, 'listens to Sharon Roe Anderson from t
1
he 
learns of idea to University of Minnesota, as she talks to the Diversity Coalition Thursday afternoon a1 
help combat racism its monthly meeting. (Hans Madsen/Daily News) . . . . 
By MA 'ITHEW COULSEY throughout the Upper Midwest, percent of the 137 people inter- and tcy to expand dialogue about 
Staff Writer including Southern Minnesota. viewed feared that crime would respect 
FARIBAULT _ There's a ''When we. look at Faribault, increase. Another 28 percent of After presenting her inforrna-
strong link between ,immigrants, over 20 percent of its population the people felt there was· a mis- tion, Fennelly asked Diversity 
·:. refugees,. an<�-: '�::f� process; is of color. A vast majority of unders4mding of minority cul- Coalition members what they 
·. �s �=g:i���';f �1:!��\:::x�eF�:iiief��� ;�e:��':�!,,�1,r!'.�����: .. . =�:���:rd�!Z��� 
Midwest, according ·fu 'a profes� came to Faribault looking for "I found that in 200 1 ,  these Anderson, from the Faribault 
sor who studies minority popula- jobs, particularly· in food pro- concerns and issues were still · Area Chamber of Cbttnnerce 
tions. cessing. When the turkey plant very· much the case ; "  said said there is a conc�� .. in .t:h� 
And Faribault is no excep- shut down and then was · Fennelly. "People were still .feel- F�ribault communifr. Of �hat 
tion. . reopened after busting up the ing angry about minorities locat- types of new busineSse's -.will be 
In a presentation to members union, immigrants and r�fugees . ing here, still were afraid, still locating. in FaribauJ( Sh� said 
of the Diversity Coalition at the took those jobs, which now had were making racial remarks." people. are concerned about what 
South Central Technical College lower wages." t).rpe·s of jobs a new business 
Thursday, �therine Fennelly, a Fennelly. said the population 'Under Construction' would create. 
professor . at the University of increase of immigrants and In an attempt to try and com- F�ribault City Council 
Minnesota Humphrey Institute, refugees in Faribault has had a bat racism in rural communities, Member Carol King said that 
outlined Some of the effects the nWT_lber of positive effects. She end stereotypes, and create a bet- · language barriers still create fear 
increasing minority population pointed to the Fanbault School ter understanding .of minority among residents. King also men­
has had in Faribault, particularly District, which without the 275 . populations, F enn'e l ly  and tioned that many immigrants and 
on the s�hool district, l ocal percent increase in minority stu- Sharon Anderson, another pro- refugees have lived in Faribault 
.industry, and social service pro- · d.ents over the l ast 1 0  years, fessor at the Humphrey Institute, for years� but ate confused with 
grams. might have lost millions in state announced plans to create a pro- transitory populations. 
Fennelly, who for the last aid due to decreased enrollment gram to discover ways this could "Who is here to stay? Who is 
three years · has stud ied "Although the Faribaul t best be done. · here temporarily?," said King. ''I 
Faribault ' s growing minority School District has experienced ''We want to develop a pro- think it's said when people have 
populations, has also spent time declines in enrollment over the gram that will combat racism, lived here for years, and others 
with small groups of Anglo- last 10 years, without minority particularly in rural communi- think th ey ' re just passing 
European residents in an effort students the decline would have ties," said Anderson. "The pro- through." . to get their reaction to the influx been much more severe," said gram is still under construction, Wei Lee, a Faribault School 
of immigrants and refugees in Fennelly. "A school ' s student but this spring we ·wi11 be prepar.:. Board Member, said there -is a 
the area. population ties in directly to the ing funding proposals to get it stereotype that minority parents 
. · Fennelly started her presenta- - amouht of money it receives." going." don',t care .about their child's  
tion by showing areas on a map �s p art  of Fennelly's stud�, Anderson said the program education. She said. the biggest 
outlining Latino population vanous A�glo-�uropean res1- will focus on supporting groups barrier is language, and under­
increases in the last 1 o years, and ?ents �ere m�ervi.ewed about the like the Diversity Coalition, look standing of the school materials. 
how the population increases are �creas�g �onty p�pulations into "what works" in other corn- "It's not that they don't rare," 
directly lIDked to the Jocation of m F anbault m 1 99 8 ,  and . in munities dea1 ing with large said Lee. "It's  that they might 
food proces sin g  compani es 2001 .  In 1998, Fennelly said 33 minority population increases , not understand." .l.- ? -o:J 
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Why are . we so afraid of 'them ' ?  
I am a white, middle class, almost middle-age, 
single woman; a second-generation Lebanese 
immigrant who also·bas ancestral roots in Germany 
and Poland. I am a North American, Catholic from 
birth, and have "un alma Latina" - a Latin soul. 
My life is a mosaic of many cultures and customs 
which have enriched my life immeasurably. 
My grandparents, �e many .of our ancestors, 
came to this country in pursuit of opportunity and a 
better quality of life. They came at a very high and 
painful price, leaving behind family, friends, famil­
iar places and a culturally specific way of life. 
They came with expectations of wotking hard and 
sharing themselves with their new home· and its 
people, not one of asking for handouts.' They sought 
to be respected initially on the grounds of · 
hmnan dignity, and later, by the sweat of their 
brow. 
It is very troubling to me that our collective fear 
against terrorism has brought us to the point of basi­
cally equating immigrants with terrorists. However, 
I would maintain that those of us who are quick to 
make such assertions have failed ourselves, our 
children and our society in the veiy fundamental 
task of nurturing relationships with people who are 
different from ourselves. 
In other words, life - true life - is about rela­
tionship. What is the quality of your relationships? 
Your relationship With yourself? With your God? 
With your immigrant neighbor? Christians profess 
that all human beings are created in the image and 
likeness of God As United States citizens we 
believe in our civil rights documents, w]lich assert 
that all are created equal, With liberty and justice for 
all. 
· · Yet reality presents a different picture. Gender 
issues aside, as lorig as you are white, middle or 
upper-middle class, speak English and are healthy, 
you are part of the "in crowd." The reality is that 
· our towns, cities, state, and country have a changing 
face, a populace that does not fit that mold 
Here in Minneso� the numbers of Afiican 
Americans and Native Americans continue to 
increase. We have the nation's largest settlement of 
Somalis, one of the largest settlements of Hmong, 
the largest contingent of Chinese students (at the 
University of Minnesota) and a Latino population 
that has increased by 166 percent in the last 10 
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economy'. 
years. Natioruilly, 12.5 percent, or 
37 million people of our current 
population is of Latino descent. 
Conservatively, 8o is 35 percent of 
our Catholic church. 
Native ·Minnesotans, however, 
are having � difficult time adjusting 
to our growing multiculturalism. 
These irilmigrants cook and c;lean 
th� restaurants we ·:frequent, keep 
our hotels in ti�top,shaj>e, pick and 
package our meat and vegetables, 
roof our homes� drive our ta:Xis.and 
. pump more th3t '$1 billion' into our 
In fact, a report rel� in March 2000 by 
HACER (Hispanic Advocacy and Canup.unity 
Empowerment through Research), tells us that if the 
estimated 30,000 or so iminigrants without legal 
documentation were forced out of town, Minnesota 
would lose at least $1 .56 billion in industrial output, 
$1 .02 billion in tax revenue .and close to 50,000 
jobs. · 
So why are people coming to Minnesota? 'Wµeri 
I tell people I work in Hispanic Ministry in St. Paul 
. and Minneapolis and that we have close to 125,000 
Latillos in the Twin <;::ities, they C'lll 't believe it. 
Immigrants from all over the world come here 
because of jobs, a qmility of life, and freedom. They 
come from countries tom apart by civil strife, reli­
gious persecution, ethnic cleansing, poverty and 
unemployment, all of which are a death sentence 
for many if action is not taken. Most of us, like 
myself, do not faee such peril or desperation in our 
lifetime. 
So, action-tneans uprooting oneself and possibly 
one's family in search of basic necessities: dignity, 
food, clothing, housing, education, health �e, 
work and a living wage for that work Catholic 
social teaching teaches that these basic necessities 
are deseIVed by all human beings, but how many of 
us take it to heart? How many of us struggle with 
and for our immigrant brothers and sisters so that 
they too may live with dignity and basic comfort? 
Only those who have detached themselves for 
their possessions, their social or economic status, 
their fears, and ingrained attitudes and stereotypes 
can be open to compassion and encounters with the 
living Jesus Christ who is present in the newly 
arrived Somali mother, the hard-wotking Latino 
field worker, the displaced Kosovar, the war­
scarred Hmong veteran, the U.S. born Vietnamese 
youth, the handicapped Caucasian. 
What would it take for us to risk asking pe0ple 
about themselves and listening to their stories? Why 
are we so afraid? When we step oufof our world 
· and take the risk of letting ourselves touch or visit 
with others, we discover that the majority of today's 
immigrants bring a new dimension to our personal 
and communal lives. They bring a wealth of talents, 
blessing, promise, resoiirce:fuln�Ss, enth\Jsiasm cµid 
work ethic to our understaffed labor force, our 
churches and our society. . . 
Those of us who call ourselves Christian are 
·Caned to be of service.to one another, to work for 
the common good of all and to announce the Good 
News of Jesus by denouncing the injuStices, the dis­
crimination, racism, and all other -isms that strip 
people of their human dignity. ( How do we begin? I suggest we make it a prion 
ty to: 
• Educate ourselves about other people, cultures 
and customs. 
• Counter stereotypes or inappropriate com­
ments and jokes. 
· • Be hospitable. 
• Trust in God's promise that love is stronger 
than fear, and that we will be given the words and 
the know-how to interact with our neighbors. 
The power to transform our world is in our rela­
tionships -with ourselves, with God and with oth­
erS. Uruty does not mean unifonnity. Tolerance is 
not acceptance. We as a society will not be judged 
on our wealth, but by·how we care for the most vul­
nerable among us. Let's get to work. 
- Anne Attea is the director for Hispanic 
Ministry for the Archdiocese of St. Paul and 
Minneapolis. She wrote this column at the request 
of Milo.Larsen, former chairman of the Faribault 
Diversity Coalition and former chairman of the 
board of the Faribault Area Chamber of 
Commerce, in an attempt to bring another voice to 
respond to concerns about immigration in 
Fa,ribault. To become a guest columnist, please 
contact Managing Editor Lisa Schwarz at 
' 
/schwarz@faribault.com, or 333-3133. 
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Assistant prin­
cipal Ricardo 
Lopez high­
fives students 
during a �le­
bration at 
8anch1and· · · Middle School .� n :Oct. 1 9,-.;, 
. 200.i ,  ·in El · . .  
Paso, Texa.s. 
Hispanic immi­
grailts to the 
- -united states -
progress j_ust 
as · quickly as 
�uropean 
immigrants 
did, according 
to a recent 
study: (�P) 
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. I : · m@Ve-:.-ap the econoillic and· edu- faced di�tion, :Sai� James experienee and the Asian .expe­
, . "· •catitinal ladder in the United Smith;
.
·an ·economiSt at RAND, rience,�·  Smith said Tffin:Sday. 
States as quickly a5·:.generations. · a  nonprofit ·res�cb' group ·in
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' 'That. view �s just 'Wr?ng. 
! of European irrunigrants did, . a Santa Monica, Calif. . Across generations, Latinos new study says. .. .. . Smith. wrote the study, which have 'done just as well � the 
·,; The findin,g " ®*�tS . with .. appears in .th.e .May edition ?f Europ,eans w�o came. m fu.e 
prevailing b�He_fs!ithat / La>tin the American Economic early part of this centmy, and m 
American immigrants haven't Review. fact slightly better�'" 
mirrored Europeans '  genera-· "There's a widesprea� view Sniith said previous � 
. ·�nal advances,,bec�use they ar;nong both scholar� .and the has used data .from a very limit­
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OWATONNA The 
Owatonna Human Rights 
Commission is working to 
increase the level of safety and 
decrease the fear, of crime in the 
city by helping the cornmunjty 
n(Sf>Ond to hate . . 
The commis5ion is developing 
a l:iate crime training program that 
will 1.help the Network Response 
Team and other community 
members "be better able to 
respond .to a bias or hate crime," 
Hilman Rights Commissioner 
Jerry Zetah said. 
Hate ·crime is defined as_ the 
violence of intolerance and big­
otry intended to hm,t and intimi-
date people because of their race, are incidents out there." 
ethnici.ty, nationality; religion, People are experiencing hate 
sexual orientation or disability. Of ·and bias in the grocery store or at' 
all crimes, hate crimes will most . the doctor's office, she said. 
likely trigger larger community- "People don't  report that," 
wide racial conflict or civil d.istur- Cashman said, ''but they feel bad. 
bances, said Rose Ochi, foriner I'd like to counteract that with 
director of the U.S. Community tlrings that are a little more h9s­
Relations Service, a division of pitable· and be more welcoming." 
the· U.S. Department of Justice. The co:mmission is taking a 
"Hate crimes put cities and proactive .approach to prepare the 
town at risk of serious social and community, avoid incidents and 
economic consequences," Ochi build awareness,' Zetah said. 
said. Conunission members are still 
"There haven 't been any working through the details of the 
reported in Owatonna," Human one-day training session that they 
Rights Commissioner Beverly hope. to begin this f�ll. The train­
C�hman said. -"Yet, .from what ing may include: role playing, 
various cominissioners are ·hear- �ase studies and lectures.  
ing .fn;>m t��· coimp.urut;i, there c.ommunity Relations Service 
also has developed a comprehen­
sive training curriculum th·at 
includes: information on fed� 
and state laws, effective ways :to 
approach incidents and loc?.1. 
resources. 
The curriculum recommends 
that city officials prepare for pos­
sible incidents, .promptly provide 
information regarding incidents, 
work with police departments · on 
investigations, enlist the commu­
nity's help and support, and antic­
ipate and plan for the future. 
"I'm really looking forward w 
this training for the good of the 
community, for our own sake and 
keepihg everyone informed that 
we do exist," Zetah said. 
Faribault High School teacher Ellen Bisping, poses in her 
classroom Friday afternoon. Bisping was recently award­
ed a grant, which will be used for her. Moving :r owc;trds 
Res�ct .curriculum. (Hans Madsen/Daily New$) 1_,,J ,. 
. . . . - : q/f�I D� E:111phasizing 
mutual respect 
• Through a grant 
Bisping received, 
students will  move 
closer ·10 respect 
By JON MlNNICK 
Staff Writer 
FARIBAULT - The move­
�e�t towa,rd res�ct .isp't stop.­
phrg·-for ·Ellen Bisping or the 
numerou8· �hers who will par­
ticipate l.n · workshops in 
November thanks to a grant 
Bisping .received. · 
Bisping, an English teacher at 
Fanbault High.School, has twice 
sought grants to bring Cor Suijk, 
a ·concentration camp suririvor 
and director of the Anne Frank 
House in Amsterdam, and Dr. 
Barry van Dtiel, education .direc­
t6r for the Anne Frank House, to 
Faribault to present their: 
''Moving Towards Respect' cur-
riculum. , 
The cwriculum is presented to 
educators in order to help pro­
mote respectful attitudes and 
behaviors in the classroom and 
among fellow teachers, future 
teachers, and students. 
By working with Minnesota 
State · University, . Mankato 
(MSUM) faculty members Dr. 
Sheryl Dowlin and Dr. Suz.anne 
Bunkers, Bisping was ab]e to 
secure a grant to bring the presen­
ters back to Farib?ult this coming 
November. 
�-. Bjspllig·:;said.-she biid .  wotked 
With �:MSUM faculty members 
�tis� they were mterested in 
bringmg . the workshQp . · to 
�-for_ tw:o · c;Iays ·along· with two .¢lys Jn:_Fanbault In �; the 
edu�tors :reeeiv�d $l9, 0.00 in 
grants ·to . cover th�,_expynses of 
th� workshaps. " · '  ·.·, 
· 
"Jt?s.:a)Jig grant;�� :Bisping said 
�Tni 'SO '.·glflt�ful 'tbat. :this :.gra:Ilt 
·CaµIe ·$oil;�· t)eCaiJ$e, $6bools 
are' really; l;la�i;/bb{iget::pr-Ob­
IeniS: T was conc�e_d ;that this · 
.wo:ul�-.. b.e.· a ,:program· . .t:h�t -.we 
wOul�'t_,.::�·abieJQ-'.afIDRt'?. ,_ .. - . � . ' �-·· 
The resources gained through 
a p3rtnership with MSUM were 
very helpful, Bisping said. Along 
with having a team of individuals 
working to get grant money, 
MSDM has a mnnber of financial 
resources that became more read­
ily available by workin_g with 
staff 
"I've appreciated not . only 
their help and ·:expimise," Bisping 
said, ''but also the resources· tJ-ley 
have available." 
· 
The '.'Moving Towards 
Respect" cunicu1um has continu­
ally been adapted to affect larger 
and different groups. Workshops 
at MSUM will be among the first 
to bring the views to a higher 
education institution. 
"Our global society requires 
children. and adults to understand and respect one another in order 
t� live anq work t;ogether in posi­
ti ve and productive ways,"  
Bunke.rS sciid. 'This project seeks 
to facilitate that goal and to mini­mize the use <?f destructive stereo­
typing and scapegoating.·� 
With a larger mnnber of work­
shop days, Bisping said she is 
excited to be able to expose a 
larger number of educators to the 
curriculum. 
"This time, we have the ability 
_to
. 
involve more people," Bisping 
said. "So we're really interested 
in getting people in this area 
involved." 
· :Bisping said -Faribault has 
made a concerted effort to · instill 
the· effects of ·the cwricuJum .. In 
November, when the cmriculmn , 
oon:ies . to :Faribault for the thlrd . 
tidi�, .sh� sai9 it will only improve ' 
tbiseffOrt. . 
�'farjb:;t"Q)t has taken the ele,, . 
nients of the program and � 
impacted the students With it,''· 
she said 
· 
. The works}}ops will take plaee . 
Noveinber 10 an,(;1 .1 l jn Fanbault . · 
.and November :13 and . 1 4  �t · 
MSTJrv.!:. Bisp� and. the prof es-
. sors at MSUM are now�ting · 
registrat.i()J)S,fQr,Jb.e wQ:rkshqps. 
. .. . � . .• .:· �· • • .. '. ·R:, ·--�· . .. I .•.. : .. ' .: ' . ' . 
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Evaluating Community Work 
Marsha Milgrom, Humphrey Institute of Public Affairs, U of M, 8/03 
There are several resources available for evaluating community and collaborative outcomes and 
processes. Listed below are publications and web links to help develop good evaluation tools. 
1. Measuring Community Success and Sustainability: An Interactive Workbook 
Successful communities focus on outcomes. Planning starts from where a community wants to go. 
The North Central Regional Center for Rural Development asked rural communities to name the 
outcomes associated with their community activities that spell "success," or indicators: 
Increased use of the skills, knowledge and ability of local people; 
Strengthened relationships and communication; 
Improved community initiative, responsibility and adaptability; 
Sustainable, healthy ecosystems with multiple community benefits; and 
Appropriately diverse and healthy economies. 
Initiated by the Aspen Institute's  Rural Economic Policy Program, the workbook walks rural 
communities through a process that leads to success. This publication is available for $ 1 0  by request, to 
jstewart@iastate.edu . It includes a how-to section, planning for action, introduction to measuring, and 
additional links, as well as examples of community vision statements, indicators, plans and resources. 
The principal purpose of this workbook is to provide a way for local communities to measure progress 
toward local goals. A vital community has the capacity to use, sustain and renew the resources and skills 
it needs to thrive over time - and to become the kind of community its residents want it to become. 
Measurement gives feedback to make communities more effective. 
For more information, go to http://www .ncrcrd.iastate.edu 
Citation: Flora, C.B., M. Kinsley, V. Luther, M. Wall, S. Odell, Sr. Ratner and J. Topolsky. 1 999. 
Measuring Community Success and Sustainability. (RRD 1 80). Ames, IA: North Central Regional 
Center for Rural Development. 
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Sample Questionnaire. for Participa�ts in D.iversity Workshops 
Katherine Fennelly and Marsha Milgrom, August, 2003 
Description 
The questionnaire on the following pages was developed at the Humphrey Institute of Public 
Affairs, University of Minnesota in June- August, 2003 . 
Many of the questions assessing attitudes toward immigrants and immigration were adapted 
from national surveys fielded by Roper, Gallup and Rice University� Use of these items 
permits comparisons of local and national responses to questions on immigration. 
The final version of the questionnaire is the product of careful pretesting and revision. Professor 
Jean King of the University of Minnesota and Vicky Knickerbocker of the Center for Genocide 
and Holocaust Studies at the U of M administered earlier versions to their students and provided 
feedback. We performed item analyses on questions in the attitudinal and knowledge scales and 
removed items with low correlations with the high and low quartile scores on these scales. 
Introduction to questionnaire for respondents 
"The purpose of this questionnaire is to gather information on knowledge and opinions about 
immigrants and community interaction, and to test a questionnaire that can be used in other 
community settings. Findings will be used to plan educational programs for this and other rural 
communities. Your answers will be confidential. A summary will be shared of the tallied 
questionnaires with you and other members of the workshop, but without names or other 
identifying information. " 
(.) 
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I 
OPINIONS ABOUT IMMIGRANTS 
The following questions have no right or wrong answers. They were selected from national public 
opinion pol ls. Please check the box that BEST REFLECTS your opinion. 
Agree 
Strongly 
1. Access to emergency healthcare should not be 
guaranteed to undocumented or illegal immigrants. D 
2. Undocumented or illegal immigrants should be 
eligible to send their children to public schools. 
3. Immigrants cost the taxpayers too much by 
using government services like public education 
and medical services. 
4. Immigrants to the US generally contribute 
more than they take. 
5 .  It is important for the public schools to teach 
immigrant students in English, versus their native 
language, even if they fall behind in other subjects. 
D 
D 
D 
D 
Agree Not 
Somewhat Sure 
D D 
D D 
D D 
D D 
D D 
Decreased Decreased Kept the 
Disagree 
Somewhat 
D 
D 
D 
D 
D 
Increased 
Disagree 
Strongly 
D 
D 
D 
D 
D 
Increased 
Substantially Somewhat Same Somewhat Substantially 
6. In your view, should immigration be: D D 
7. How much prejudice and discrimination do you think there is against 
each of the following groups - a lot, some, only a little, or none at all? 
D 
A lot Some Don 't Only a little 
Know 
Asians D D D D 
Blacks D D D D 
Hispanics D D D D 
Whites D D D D 
INFORMATION ABOUT IMMIGRANTS 
Please circle the ONE correct response. If you are unsure, circle "Don't know." 
D D 
None at all 
D 
D 
D 
D 
8. The Universal Declaration of Human Rights contains themes that are also found in which document? 
a) US Constitution d) Magna Carta 
b) US Bill of Rights e) All of the above 
c) French Declaration on the Rights of Man and Citizen f) Don't know 
9. Which country has not yet ratified the United Nations Convention on the Rights of the Child? 
a) Mexico d) South Africa 
b) China e) Iraq 
c) United States f) Don't know 
1 0. What percentage of Minnesotans were born in another country? 
a) 5% d) 40% 
b) 1 0% e) 50% 
c) 25% f) Don't know 
1 1. What is the main reason that immigrants move to rural Minnesota communities? 
a) Good schools d) Resettlement by a church/social agency 
b) Jobs e) Affordable housing 
c) Good welfare benefits f) Don't  know 
12. What is the definition of a refugee? 
13. The number of people providingfinancial support to anti-immigrant groups in the U S. today is: 
a) 1 0,000 d) 25 0,000 
b) 5 0,000 e) 750,000 
c) 1 00,000 f) Don't know 
14. Anti-immigrant groups base their arguments on: 
a) Economics 
b) Tradition 
c) Social issues 
d) Population and the environment 
e) All of the above 
f) Don't know 
15. Which of the following is NOT an anti-immigrant group? 
a) Federation for American c) ProjectUSA 
Immigration Reform d) Diversity Alliance for a Sustainable America 
b) National Immigration Forum e) Don't know 
Questions 16-18 refer to K-12 students who do not know English when they enter mainstream 
classrooms. 
1 6. On average, how long does it take for a student to become proficient in a second language, in order 
to succeed in a mainstream classroom, if slhe was NOT formally educated in another country? 
a) 2 years or less 
b) 3-4 years 
c) 5-6 years 
d) 7 years or more 
e) Don't know 
1 7. On average, how long does it take for a student to become proficient in a second language, in order 
to succeed in a mainstream classroom, if slhe WAS formally educated in another country? 
a) 2 years or less 
b) 3-4 years 
c) 5-6 years 
d) 7 years or more 
e) Don't know 
( 
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18. Which of the following is a sign that an ESL (English as a Second Language) student may have a 
learning disability? 
a) The student does not make academic progress, even after receiving one-on-one or small group 
instruction. 
b) The student does not speak in class, even if s/he knows the answer to a question. 
c) The student answers questions using lower grade levels of grammar. 
d) The student needs to copy from a peer when completing work in class. 
e) All of the above. 
19. Cultural competence is the ability to work effectively in cross-cultural situations. How would you 
rate your own level of cultural competence on a scale? SELECT ONE of 5 .  
1 2 3 4 5 
What, if anything, would help you feel more culturally competent? ____________ _ 
COMMUNITY INTERACTION (PRE TEST ONLY) 
We are interested in learning about the degree of interaction you have had with other residents in your 
community. Please CHECK ALL THAT APPLY TO YOU WITHIN THE PAST SIX MONTHS. 
European 
African Asian American Latino 
20. I have close friends who are: 0 0 0 0 
21. I 've gone out to dinner or a meal with friends who are: 0 0 0 0 
22. I 've been invited to the home of friends who are: 0 0 0 D 
23. I 've invited friends to my home who are: 0 D 0 D 
24. I work on a regular basis with adults or children who are: 0 D D D 
2 5. I 've attended a celebration reflecting cultures that are: 0 0 D D 
26. Do you have school-aged children? 
Yes D No o If no, go to question 28. 
2 7. I have school-aged children who play with others who are: 0 D D D 
DEMOGRAPIDC INFORMATION (PRE-TEST ONJ._,Y) 
28.  Where were you born? (city) __ (state) _______ (country) 
29 . Parents' birthplace if known: ____________30.  Your age: _____ _ 
3 1 .  Your sex: D Male D Female 
32.  Highest level of education completed: 
D 
D 
D 
Graduate degree 
Some graduate school 
Bachelor's degree 
D 
D 
D 
Some college 
High school 
Less than high school 
3 3 .  In which city/town do you live? Number of years: ____ _ 
34. Are you employed by a Public School District? 0 Yes 0 No 
OVERALL VALUE OF WORKSHOP (POST-TEST ONLY) 
Please help us assess and improve the overall value to you for attending this workshop. 
Agree 
Strongly 
35. My personal goals for this workshop were met. D 
36. I now better understand the diversity that exists 
in my community. 
D 
3 7. I know how to find other information and resources. D 
38. I can use what I learned to enhance how I work. 
3 9. I am motivated to lead change in my community 
as a result of having attended this workshop. 
40. I would recommend this workshop to a colleague. 
SESSIONS ATTENDED (POST-TEST ONLY) 
Please check all that apply. 
Monday morning 
Tuesday morning 
0 
0 
Monday afternoon 
Tuesday afternoon 
0 
[1 
0 
0 
0 
Wednesday morning D Wednesday afternoon o 
Agree 
Somewhat 
0 
D 
D 
0 
0 
D 
Not Disagree 
Sure Somewhat 
0 0 
D 0 
D 0 
0 0 
0 0 
0 0 
Disagree 
Strongly 
D 
D 
D 
0 
0 
0 
( 
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A Brief Glance at Minnesota' s  History 
by 
Juan C.  Moreno 
Office of Diversity and Inclusion 
University of Minnesota Extension Service 
"Only people with short memories forget their migrations. " --Joseph A mato 
"Those who cannot remember the past are condemned to repeat it. " --George Santayana 
"The task before us-if we should not perish-is to shake off our ancient prejudices 
and build the earth. " --Tei/hard de Chardin 
"The only thing new in the world is the history you don 't know. " --Harry Truman 
"History is a fit testimony to the fact that freedom is rarely gained without sacrifice and self-denial. " 
--Martin Luther King Jr. 
"Now it is true, if I may speak figuratively, that Old Man Segregation is on h is deathbed. But history has proven 
that the guardians of the status quo are always on hand with their oxygen tents to keep the old order alive. " 
--Martin Luther King Jr. 
American Indians lived in the lands of North America for at least 1 2,000 years prior to the arrival 
of the first Europeans (Clovis, N.M. ,  archeological site evidence) . Two tribes in particular, the 
Chippewa/Ojibwe (northern woodlands and lakes) and the Sioux/Dakota (southern and 
southwestern open plains), lived and prospered in the territories that became known as 
Minnesota .  Approximately in the year 1000 A.D. ,  the first Sioux/Dakota came to these 
territories. The first Chippewa/Ojibwe (sometimes also called Anishinabe) came to Minnesota 
from the north in 1 679.  They traveled with Daniel Greysolon Du Luth, a French-Canadian 
explorer and fur trader. Many of the Chippewa/Ojibwe worked with the French as traders with 
the Sioux/Dakota tribe .  In 1 739  the beginning of more than 100 years of continuous war 
between the Sioux/Dakota and the Chippewa/Qjibwe began. In 1 766, the Ojibwe drove the 
Sioux from the woodlands of what is now Minnesota .  Hostilities between the two major tribes 
that lived in the state continued almost up until the time that the Sioux were driven from the state 
by the military in 1 862 . Long before White settlers arrived and long before statehood, the 
Ojibwe and Sioux Native Americans were farming this land . The Ojibwe hunted and fished, 
harvested wild berries, fruits, and wild rice as well as tapped maple trees. Sioux villages dotted 
the banks of the Mississippi, Minnesota, St . Croix, and Cannon rivers. Sioux men hunted for 
wild animals while the women fanned. Working with hoes made of bone or wood, they raised 
corn, squash, and beans. 
1 800 Spain traded the Louisiana territory to France. This included at the time the 
following states : Louisiana, Iowa, Arkansas, Nebraska, Oklahoma, Kansas, North 
Dakota, South Dakota, Wisconsin, Minnesota, and Montana . Fur Traders -
French-Canadians (Metis) - The Hudson Bay Company - Missionaries. At this 
time, nearly 90% of Americans were farmers. 
1 803 Thomas Jefferson negotiates the sale of the Louisiana territory to the United 
States by France for 25 million dollars . 
1 820 Fort Snelling is established as the first permanent settlement in the area . The Red 
River Ox Cart Trails were an important part of the landscape that came to be 
known as Minnesota at this time. They connected Lord Selkirk 's  colonies near 
present day Winnipeg, Canada, with Fort Snelling. There were three major Ox 
Cart Trails: the first followed the Minnesota River (started in 1 820); the second 
was the Woods Trail (started in 1 844) and went from Fort Snelling north to the 
village of Crow Wing, then it followed the Crow Wing and Leaf rivers, and 
finally moved northwest across the vast Minnesota prairies; the third was the 
Middle Trail (used later) which connected to the Mississippi river near present 
day St .  Cloud. 
1 825  Invention of  the combine. 
1 830  U.S .  Indian Removal Act .  The five "civilized" tribes were driven from the 
southeast United States . They were herded along whafcame to be called the 
"Trail  of Tears" and into the Oklahoma Territory. 
1 83 1  Cyrus McCormick develops the first harvesting machine called a reaper. 
1836 Jonathan Baldwin Turner agitates in Illinois for the creation of the Land Grant 
University System of the United States. Baldwin was a Yale educated farmer, 
newspaper editor, and college professor who made openness, access, and service 
of higher education for the working classes his cause. Before this time, only the 
very rich or the clergy attended universities . Abraham Lincoln took this idea with 
him to Washington, D.C. ,  when he became President. 
1 837  Treaties are signed by  the United States with the Chippewa and Sioux nations. 
The Indian Tribes agree to cede to the government extensive tracts of land in 
exchange for payment and the preservation of hunting, fishing, and harvesting 
rights for wild rice. Article # 5 of the 1 83 7 Treaty with the Chippewa reads as 
follows : "The privilege of hunting, fishing, and gathering the wild rice upon the 
lands, the rivers, and the lakes included in the territories ceded is guaranteed to 
the Indians during the pleasure of the President of the United States ." As stated, 
only the President of the United States could declare the treaty null and void. 
President Zachary Taylor did just that. The treaty was, however, re-instituted by 
the predecessor agency to the Bureau of Indian Affairs of the Interior Department 
(the BIA became part of the Interior Department in 1 849. Some 26 years earlier, 
it had been created as the Indian Office of the War Department), but not by 
Presidential decree; hence the present-day controversies over hunting and fishing 
rights which were finally resolved in favor of the American Indians in 1999, by a 
one-vote majority of the U. S .  Supreme Court. At the time, the most significant 
part of the treaty was that for the first time it opened the territory to logging of 
valuable pine forests . 
1 83 8  Blacksmith John Deere invents the steel plow. 
1 845 Irish Potato Famine stimulates the influx of Irish immigration to the U.S .  
1 848 Treaty of Guadalupe Hidalgo awarded the United States all Mexican territory 
north of the Rio Grande. This included at the tin1e the following states : Texas, 
Arizona, New Mexico, California, Colorado, Utah, and Nevada. Mexico was paid 
2 
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1 5  million dollars.. Overnight, Mexican people in the Southwest became 
Americans (approximately 1 00,000 people according to some estimates). 
1 849 Minnesota Territory is established, including Dakota and Ojibwe Indian lands 
from the Mississippi River west to the Missouri and White Earth Rivers . 
Population is less than 4,000 Whites, 40 African Americans,  and about 25 ,000 
Indians . Territorial Legislature bans African Americans from voting in 
congressional, territorial, county or precinct elections .  
1 850 Construction of first roads in Minnesota good enough for wagons pulled by horses 
begins . Many of these early roads actually followed the older Ox Cart Trails built 
in the early 1 820s .  In 1 850 and 1 853 ,  Congress appropriated the funds. In 1 853 ,  
a road was completed to the village of Crow Wing on the Mississippi, about 8 
miles north of Fort Ripley. Later that same year, another road was completed, 
this time going from the mouth of the Swan River (where it enters the 
Mississippi) to the Winnebago Agency at what is now Long Prairie, Minnesota. 
The third road went from Fort Snelling to Lake Superior. 
1 85 1  Minnesota territorial legislature and Governor Alexander Ramsey charter the 
University of Minnesota and elect a Board of Regents, seven years before 
Minnesota becomes a state. The University begins with 20 students . There were 
approximately 3 8 ,000 people living in the Minnesota territory at  this time, 80 
percent of whom were American Indians. 
1 857  Article I of  Minnesota 's Constitution prohibits slavery. 
1 85 8  Mim1esota becomes the 32°d state to join the union. 
1 86 1  The Civil War begins . The University of Minnesota closes its doors during the 
war. 
1 862 Morrill Act is signed authorizing federal land-grant resources for the 
establishment of schools that teach and research agriculture and mechanical arts . 
Each member of a state's delegation to Congress was to receive 30,000 acres of 
land to be invested in perpetuity for the generation of funds to operate the schools. 
Minnesota had four members of Congress at the time and was, therefore, eligible 
to receive 1 20,000 acres of federal lands . The U. S .  Department of Agriculture is 
established. The federal Homestead Act is enacted making free farmland 
available ( 1 60 acres) to new immigrant farmers and pioneers willing to undergo 
the hardships of farming in the so-called "wilderness ." In Mim1esota, 
homesteading peaks in the years 1 863-68 .  At this time, nearly 80% of the U. S. 
population lived in rural areas and more than 50% lived on farms . The Great 
Sioux Uprising took place on the Minnesota River Valley. It is estimated that 
nearly 1 ,400 people died in the Wood Lake Battle, of whom 495 were White. 
President Lincoln intervened; nevertheless, 38 American Indians were hanged in 
Mankato . At about the same time, the Little Crow Attack took p lace. Chief Hole­
in-the-Day II of the Ojibwe Pillagers burned the Episcopal mission on Gull Lake 
and the Lutheran Church on Lower Mission Lake (north of Brainerd and about ten 
miles east of Gull) . The Leech Lake Ojibwe (also Pillagers) captured the Whites 
in the area and brought them to Gull Lake where Hole-in-the Day was also 
holding other Whites captive. After several days of negotiations and heroic 
3 
efforts by men like Father Pierz, they were set free. There is some evidence of 
complicity between the historic enemies, the Ojibwe and the Sioux. 
1863 The Emancipation Proclamation ended 243 continuous years of slavery. In 
Minnesota, one could still get 25 dollars for an Indian scalp . 
1865 General Tecumseh Sherman issues special field order #15 granting "40 acres and 
a mule" to freed slaves who assisted him in his triumphant march across Georgia. 
He further proclaims this from the steps of the Second African Baptist Church in 
Savannah, Georgia. This "promise" never fully materialized. Race 
disc1imination in public accommodations is prohibited in Minnesota. 
1866 The Ku Klux Klan is founded in Pulaski, Tennessee. Between 1890 and 1930, 
nearly 2,500 Americans (mostly Blacks) were lynched-if not always by the 
Klan, usually in the tradition of its cruel theater of intimidation. Cadwallader 
1868 
1 869 
1870 
1880- 1 930 
1881 
1882 
W ashbum, founder of the Washburn Crosby Company, builds the first flourmill at 
St. Anthony Falls in Minneapolis. The company later becomes General Mills. 
B lacks are granted citizenship in the United States. University of Minnesota 
Board of Regents chairman, John Sargent Pillsbury, reopens Old Main as the 
University resumes operations after the Minnesota Legislature passes the 
Reorganization Act establishing the University as the recipient of federal land­
grant funds. He argued that one institution carry the hopes and aspirations of the 
new state. The Ojibwe are placed on reservations in Minnesota. The Mille Lacs, 
Leech, and Cass Lake Ojibwe were allowed to stay where they were living at the 
time, but those residing in the central portion of the state were moved to a new 
reservation, White Earth, near Mahnomen, Minnesota. The Red Lake Band of 
Chippewa Indians were also allowed to stay where they were residing because 
that part of the state was the only land never sold to the United States government. 
The only other such land is found on the Navajo Nation in the southwestern part 
of the United States .  The Sioux and the Chippewa are among the largest 
American Indian tribes in the United States at the present time. Only the 
Cherokees and Navajos exceed their numbers. 
Transcontinental railroad is completed, allowing western farmers to deliver their 
products to eastern markets . 
Blacks are granted the right to vote. This occurred after Blacks were written in 
the U.S .  Constitution as being only 3/5 of a person. 
Al least 2 ,462 African American men, women, and children were lynched or 
killed by white mobs in the single greatest sustained surge of terrorism in 
American history. The state of Mississippi led the nation in lynchings. 
Tuskegee University is established in Alabama to educate Blacks. Brooker T. 
Washington becomes its first president. Minneapolis Grain exchange begins. 
Chinese Exclusion Act passed. Immigration Act passed. Bureau of Immigration 
(predecessor to INS) created under the Department of the Treasury. Before 1882, 
there were very few legal controls on immigration to the United States .  When 
early immigrants came, there was no difference between legal and illegal 
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1 887 
1 890 
1 894 
1 850- 1 905 
1 896 
1 898 
1 900 
1902 
immigration. You simply came to work and have a better life. The concept of 
"illegal immigrant" arrives with the passage of the Immigration Act. In the city 
of Duluth, Minnesota, at the tum of the century (1908), a federal district court 
judge tried to deny citizenship to a Finnish immigrant citing as the basis for the 
denial, the Chinese Exclusion Act. At the time, the pseudo-scientific notion of 
race categorized Finno-Urgic peoples as Asian by labeling and designating certain 
linguistic and physical characteristics of this group as Mongoloid. 
Hatch Act launches nation's  agricultural experiment stations supporting research 
as a primary mission of the University of Minnesota's College of Agriculture. 
Congress passes a second Morrill Act creating the Historically Black Colleges of 
the South (South of the Mason-Dixon Line), because many of the White land­
grant universities refused to admit Blacks. In the United States there are 
seventeen 1890 land-grant institutions (including Tuskegee University in 
Alabama, which was established in 1881 and was, therefore, already in existence 
prior to receiving land-grant status) . The Cargil l  Elevator Company is 
incorporated in Minneapolis. At the time the business included 71-grain elevators 
and two flour mills. 
Railroad mogul James J .  Hill donates land that becomes Crookston Farm 
Experiment Station, now the Crookston campus of the University of Minnesota. 
Scandinavians were the largest ethnic group in Minnesota at the tum of the 
century. There was a great deal of hostility toward them as the newest group of 
immigrants in the state. Most worked as domestic servants for Anglo­
Minnesotans or as laborers in the flour and lumber mills . 
Official election instructions in Minnesota were issued in nine languages :  English, 
German, Norwegian, Swedish, Finnish, French, Czech, Italian, and Polish. 
The last "Indian War" in the United States took place at Leech Lake, Minnesota. 
Six soldiers, including Major Wilkinson-the commandant-were killed as were 
an unknown number of Ojibwe. 
The 1900 census indicates that German-Minnesotans comprised the largest group 
of foreign-born persons living in the state (117,000) .  At this time, nearly 30% of 
Minnesota' s  population was foreign-born. In 1900, there were 155 ,000 farms in 
Minnesota compared to 73 ,000 in 1997, and the number of acres farmed was 
almost exactly alike (26.2 million acres in 1900 and 26 million acres in 1 997) . In 
1900, 40% of Minnesota' s  population worked in Agriculture whereas in 1 997 
only 3 .4% did so. 
Farmer's  clubs as well as boys and girls agricultural clubs are organized in 
various states, sometimes affiliated to the agricultural colleges (land-grants) or to 
local school district�, as precursors to what is today known as the national 4-H 
program. 
1903 Henry Ford makes his first experimental farm tractors. The Immigration and 
Naturalization Service (INS) moves to the Department of Commerce and Labor. 
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1904 T.A. Erickson, superintendent of the school in Douglass County (Alexandria), 
Minnesota, spent $20.00 of his own salary to buy seeds for one of the first com­
growing contests involving county youth. He is considered by many today to be 
the father of Minnesota 4-H. 
1906 Tuskegee University begins an Agricultural Extension System to assist Black 
farmers in rural Alabama and Thomas M. Campbell, an African American, is 
named the first extension agent in the history of the United States. Later this 
same year, W. C. Stallings from Texas becomes the second extension agent, 
serving White farmers .. 
1 909 The University of Minnesota Extension Service is established. The National 
Association for the Advancement of Colored People (NAACP) is founded. 
1911 The Urban League is founded. 
1914 The Smith-Lever Act establishes the National Cooperative Extension System of 
the United States to support, on a national basis, the work started by Tuskegee 
University in the state of Alabama. 
19 1 4-1918 World War I. In Minnesota, this period of time brought increased prejudice 
against German-Minnesotans. The creation of the Public Safety Commission 
sanctioned this. Many were forced to prove their allegiance and loyalty to the 
state and nation. There was widespread prohibition of the use of the German 
language. A University of Mim1esota professor was fired for being German­
Minnesotan. The Minnesota Orchestra could not play works by German 
composers. More women take over positions in heavy industry while men are 
sent to war. 
1 9 1 6  U.S .  farm population peaks at 32.5 million. 
191 7 Russian Revolution. 
1919 Minnesota Department of Agriculture is created. 
1920 Women are granted the right to vote. In June 1 920, three young Black men, 
accused of raping a White woman, were pulled from their jail cells in Duluth, 
Minnesota and lynched by a mob. Some doubts still exist that the rape ever 
occurred. 
1900-Present African Americans begin to move to Minnesota because of better employment 
opportunities. First Blacks may have come to this area in the late 1 700's .  Many 
worked as common laborers and porters on the railroad. Racial climate of the 
state was and is reflective of the nation at the time. 
192 1 Land O'Lakes, a fam1.er owned cooperative, is formed by Mimlesota dairy 
farmers seeking better ways to market butter. 
1924 American Indians are granted U. S .  citizenship . The Asian Exclusion Act passes 
the U.S.  Congress .  The National Origins Act passes also, giving preferences, for 
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immigration purposes, to W estem Europeans and controlling the ethnic 
composition of the country. 
1880-1924 Minnesota experienced significant immigration of Italians, Jews, Slavic, Serbians, 
Croatians, and Russians. Many came to work in the iron ore mines of Northern 
Minnesota. During this time, immigration laws gave preference to N orthem 
Europeans over other groups.  During this time also, Jewish discrimination was 
particularly intense in this area. In fact, Minneapolis was called the anti-Semitic 
capital of the U.S .  
1929 Stock Market crashes. 
1930 's  The Great Depression sweeps across the United States and farm foreclosures hit 
the countryside. More than 100,000 Americans, many from Minnesota, emigrate 
to the USSR. During this time, immigration patterns to the United States were 
reversed for the first time in the history of this country. By the 1930's, there were 
about 50,000 Jews, mostly of Russian origin, living in Minnesota and the 
Dakotas. 
1900-Present Hispanics begin coming to Minnesota in larger numbers at the tum of the century, 
mainly persons of Mexican descent. They came to work in the packing plants as 
well as the emerging and labor-intensive sugarbeet fields and food processing 
operations of the state. Unlike the sugarcane plant which was brought to America 
from the Canary islands by Columbus on his second voyage to the new world, 
sugarbeets came to America from Europe (Germany) in the 1870s. The first 
sugarbeets were planted in California. Over the past 125 years, the industry has 
grown considerably, especially in the northern states (Minnesota, North Dakota, 
and Idaho) . The first Red River Valley sugarbeet processing plant was built in 
East Grand Forks in 1926. Today, Minnesota ranks first in sugarbeet production 
in the United States. "Our Lady of Guadalupe," the main Catholic Church on the 
Westside of St. Paul is built in 1931 and quickly becomes the gathering place of 
the growing Latino community of Minnesota. In recent years, immigration of 
other Central and South American Hispanic groups is quickly changing the 
landscape of Minnesota' s Latino community in the urban, suburban, and rural 
areas. 
1933-1939 
1933 
1937 
1935 
The Dust Bowl. Severe drought devastates the agricultural areas of Kansas, 
Colorado, and New Mexico, Oklahoma, and Texas. The resulting large-scale 
wind erosion leads to the creation of the Soil Conservation Service. 
The Farm Credit Administration, a network of banks that lends to the nation' s  
fam1ers, i s  established. 
First calf in the country, conceived through artificial insemination, is born at the 
University of Minnesota. 
The Rural Electrification Administration is formed to encourage municipal and 
cooperative power projects in rural areas. 
7 
1 938 The Agricultural Adjustment Act establishes the basic price support and crop 
control systems that will characterize U.S .  agricultural policy for more than 50 
years. 
1 939- 1 945 
1 940 
1 941  
1 942 
1 948 
1 950- 1 953  
World War II. Women again take positions in industry. The Bracero Program 
begins, bringing thousands of workers. from Mexico to work in the war related 
industries . 
The Immigration and Naturalization Service (INS) moves to the Department of 
Justice, where it remains to the present time. 
President Roosevelt signs an executive order prohibiting discrimination in U.S .  
Armed Forces contracting. 
Japanese-American Internment (Concentration Camps) affected more than 
1 20,000 people of Japanese background living in the United States. Some were 
sent to Minnesota to serve their time here during the war. Under a 1 988 law 
many received $20,000 in reparations for lost property and freedom. About 2,200 
ethnic Japanese Latin Americans were also forcibly brought to the U.S .  from 1 3  
Latin American countries, under a plan to exchange them for U.S.  prisoners of 
war. The Bracero Program begins. ' It allows the importation of Mexican workers 
to fulfill the workforce shortages dming the war pe1iod and continues until 1 964, 
with the aid of United States agricultural interests .  Between 1 942 and 1 944, 
about 4,000 Americans of Japanese ancestry, including some who were educated 
in Japan, enlisted in or were assigned to a military training school at Minnesota's 
Camp Savage. The soldiers performed various duties and military intelligence . 
assignments and many of them had families living in internment camps. 
Universal Declaration of Human Rights. Harold Stassen of Minnesota is one of 
the signatories . President Truman signs an order ending segregation in the United 
States Armed Forces. 
Korean War. Beginning in 1 950, Minnesota lost 1 00,000 farm people every 
decade. Presently 200,000 Minnesotans live in what the Census Bureau calls 
"fa1ms." 
1 954 Brown vs. Board of Education becomes the landmark desegregation ruling in 
public education. There was active anti-Semitism in Minnesota at least well into 
the 1 950 's. According to one account, four Jewish girls corning to the University 
of Minnesota from northern Minnesota were unaware that they could join only 
two sororities, others being open only to Gentiles. 
1 955 The Fair Employment Practices Commission is created in Minnesota. 
1 956 The Governor' s  Human Rights Commission is created in Minnesota. 
1 957  The U.S .  Commission on Civil Rights is  established. 
1 96 1  The Commission Against Discrimination i s  created i n  Minnesota. 
1 963 President Kennedy is assassinated. 
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1 964 Congress passes the Civil Rights Act. 
1 965- 1 975 Vietnam War. 
1 967 The Department of Human Rights is created in Minnesota. 
1 968 Maiiin Luther King is assassinated. 
1969 The Stonewall Rebellion is considered to be the birth of Gay militancy in the U.S .  
A seemingly insignificant disorder in  a Greenwich Village bar symbolically 
ushered a new stage in the Gay Rights movement of this country. After gay 
patrons of the Stonewall Inn were ejected from their bar by the local police, they 
erupted with unexpected outrage and rioted for four nights in this section of New 
York. 
1 97 1  Amendment lowered voting age to eighteen. Bussing o f  students began to aid 
desegregation of schools. 
1 976-Present Major waves of Asian immigration to Minnesota begin as a result of the end of 
the Vietnam War. New populations of Hmong, Vietnamese, Laotians, and 
Cambodians arrive in the state. 
1 986 The Immigration Reform and Control Act (IRCA) passes. 
1 988 
1 990 
1 990 ' s  
1 993 
1 994 
U.S .  government apologizes for internment of Japanese Americans during WWII 
and offers monetary compensation. 
Congress passes the Americans with Disabilities Act (ADA). 
In recent years, Minnesota has experienced a significant influx of new immigrants 
from Somalia, East Africa, West Africa, Hmong, Other Southeast Asians, 
Hispanics, Russians� Yugoslavians, and Tibetans. They are concentrated 
primarily in the Twin Cities metropolitan area and Olmstead county (Rochester) . 
Many Hispanics, however, work at food processing plants and farms and live 
throughout greater Minnesota. 
Congress passes the Policy Concerning Homosexuality in the Armed Forces, also 
lmown as the "Don't Ask, Don't Tell" Policy. Minnesota' s  legislature passes the 
Human Rights Act prohibiting discrimination based on: race, color, creed, 
religion, national origin, sex, age, marital status, status with regard to public 
assistance, sexual orientation, or disability. 
American Indian land-grant universities are established. Twenty-nine American 
Indian serving institutions of higher education in the United States receive such 
designation. In Minnesota, the Fond Du Lac Tribal and Community College and 
the Leech Lake Tribal College are the recipients of land-grant status by this act of 
Congress. 
9 
1996 The Personal Responsibility and Work Opportunity Reconciliation Act is passed. 
Also known as the Welfare Reform Act, it permits only non-citizens considered 
as "qualified," to have access to welfare programs. 
10 
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Census 2 0 0 0  Prod u cts 
H ispa n ic or Lati n o  Popu lation Profi l es 
• Col l ection of H ispa n i c  o r  Lati no co m m u n ity po p u l atio n  profi l es for over 
200 geogra p h i c  a reas i n  M in nesota . 
• Created u si n g  th e 2 0 0 0  census S u m m a ry Fi l e  1 ,  Census of Pop u lation 
and H o us i n g  d ata . 
• Ea ch profi l e  i n c l u des i nformation such as th e n u m be r  of Lati nos i n  the 
com m u n ity, age d i stri butio n ,  eth n i c  o ri g i n  and h o u se ho l d  a n d  fa m i ly 
data . 
H ispa n i c  or Lati n o-Ori g i n  Popu latio n  Profi l es 
• Col lection of H ispa n ic- or  Latino-ori g i n  popu lation p rofi l es for 24 
H is pa nic- o r  Lati no-orig in  g ro u ps for the state of M i n n esota and the 
M i n n ea pol is/St . Pa u l  metro a rea . 
• Created usi n g  th e 2 0 0 0  Census S u m m a ry Fi le  2 ,  Ce nsus of Pop u l ation 
a n d  Housi n g  d ata . 
• Each pop u l ation profi l e  i nc lu des i nfo rmation such a s  the n u m be r  of 
va rious H is p a n i c- or Lati n o-ori g i n  su bgro u ps in the co m m u n ity, age 
distri bution and h o u se h o l d  a n d  fa m i ly d ata . 
H i spa n i c  or Lati no Popu lation P rofi les ( Pa rt 2)  
• Col lection of H ispa n ic or  Lati no popu l atio n  p rofi les fo r 9 2  geo g ra phic  
a reas in  M i n nesota . 
Created usi n g  the 2000 Census S u m m a ry Fi le  3 - Sa m ple Data data 
set. 
• Each pop u lation p rofi l e  i n cl u d es socia l ,  h o u s i n g ,  e m p loyment a n d  
eco no mic c h a ra cteristics derived fro m t h e  d ata co l lected on the 2000 
census long fo rm . 
The H ispa nic/ Lati no Popu latio n  i n  M i n n esota : 2000 
• D e mogra p h i c  brief o n  M i n nesota 's H ispa n i c  o r  Lati n o  po p u l ation .  
• Created usi n g  the 2000 Ce nsus S u m m a ry Fi le 1 ,  S u m ma ry Fi l e  2 a nd 
S u m mary Fi l e  3 .  
• Ana lyzes H is pa n i c  o r  Lati no demogra ph ic tre n ds- co m pa res to 1 990 
census data o n  H i s p a n ics and co m p a res 2000 cen s u s  data to other  
ra cia l gro u ps i n  M i n n esota . 
The demog ra ph ic profi les and census b rief a re ava i l a b le i n  the "Ch ica nos/Lati no in 
M i n nesota " sectio n  o n  the Co u nci l 's web site- www . cl a c . state . rn n . us/ch ica n os . htm . 
C . .J 
Number of Hispanic/ 
Latino people more than 
doubled between 1 990 
and 2000. 
As of Apri l 1 ,  2000, accord i ng 
to data from the 2000 census, 
the number of H ispanic/Latino 
people in Minnesota grew to 
1 43 ,382. W hi le M i nnesota's 
total population grew modestly 
between 1 990 and 2000 (from 
approximately 4 .38 m i l l ion to 
4 .92 m il l ion, or 1 2  percent) , the 
Hispanic/Latino population 
g rew sharply (from approx­
i m ately 54 ,000 to 1 43,000, or 
1 68 percent}. 1 
Hispanic/Latino people 
l ived throughout the state. 
Although the H ispanic/Latino 
population was concentrated in 
the seven county Minneapolis/ 
St. Paul metropolitan area,2 
several H ispanic/Latino 
population clusters existed 
throughout the state (see figure 
1 ) . 3 
Sim ilar to Minnesota 's total 
population , a growing percent­
age of the H ispan ic/Latino 
popu lation l ived in the suburbs4 
of Minneapolis and St. Pau l  (37 
percent in 2000 compared to 
32 percent in 1 990 ) . 
High percentage of the 
Hispanic/Latino 
population was under the 
age of 1 8. 
I n  2000 , almost 39 percent of 
M innesota's H ispanic/Latino 
population was under the age 
of 1 8. This rate was 1 3  
percentage points h igher than 
the rate of al l  M innesotans 
under the age of 1 8  (26 
percent). 
The Hispanic/Latino Population in Minnesota: 2000 
Hispanic/Latino people 
became less l ikely to 
identify themselves as 
"White"5 i n  2000. 
U nl ike the 1 990 census, the 
2000 census al lowed respond­
ents to choose more than one 
racial identity for themselves 
and members of their 
household .  In 2000, 45 
percent of H ispanic/Latino 
respondents identified them­
selves as "White," com pared to 
54 percent in  1 990 . The largest 
increase in racial identification 
came in the "Some other race" 
and "Two or more races"6 
categories , with a 1 6  
percent and 9 percent 
increase, respectively. 
Most Hispanic/Latino 
people were U .S. born 
citizens. 
In 2000, a lmost 60 percent of 
H ispanic/Latino people in 
M innesota were U.S. born 
citizens .  Another 8 percent 
were natural ized citizens. 
The White (not H ispanic) 
population in M innesota's had 
the highest rate of U .S. born 
citizens (98.5 percent) ; while 
the Asian population in 
M innesota had the lowest 
(3 1 percent) . 
FIGURE 1 .  Chicano/Latino Clusters 
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The Hispan ic/Latino population 
had the second highest 
percentage of non-citizens 7 in 
its population (32.5 percent) . 
This percentage ranked 
second only to the Asian 
population (39 percent) . 
Hispanic/Latino people 
were primari ly  of Mexican 
origin8• 
Almost 69 percent of Hispan ic/ 
Latino people in M innesota 
were of Mexican orig in .  This 
rate exceeded the rate for al l  
Hispanic/ Latino people in the 
Un ited States (58.5 percent) . 
From 1 990 to 2000, the 
percent of H ispanic/Latino 
people that identified them­
selves as Mexican remained 
relatively the same in 
M innesota (64 .5  percent and 
68 percent, respectively) . 
During the same ten year 
period , the percent of the 
H ispan ic/Latino population that 
identified themselves as Puerto 
Rican or Cuban decl ined by 
2.6 percentage points . Half of 
the decline was offset by an  
increase of  H ispanic/Latino 
people that identified them­
selves as Central and South 
American.  
The M inneapolis/St. Paul 
m etropolitan area had the 
largest number of each 
H ispan ic/Latino-origin group 
(see figure 2) .  
Hispanic/Latino 
households were more 
likely to rent their housing 
units than own them. 
In 2000, 57 percent of 
Hispan ic/Latino households 
rented their  housing unit. 
White (not H ispanic) house­
holds were least l ikely (22 .5  
percent) to  rent their housing 
unit.  
The median gross rent paid by 
Hispanic/Latino households 
was $563.  Only American 
The Hispanic/Latino Population in Minnesota: 2000 
Figure 2. 
Origin of H ispanic/Latino Population at a Glance: 2000 
S pecific Origin Percent of County with largest City with largest number 
population in n umber of people of people of specific 
Minneapolis/ of specific origin origin (number; 
St. Paul (number) 
M etro area .. 
Honduran 77% Hennepin 267 St. Paul 1 59 
S.outh American . 87% Hennepin 3,848 Minneapolis 2 ,457 . 
J)l��:Qfi.tm'nllf:tJ �=�::r:fJ;�\!�ifr�� :�1 1Ani!ro�1�11w&?1.t�� �il��l�l�*l�t�l�l�i!J 
:r;�f;.��� i�ri�l�111�j . :� :3;,;;;ir.J.?i,q��i9i1� 1�ri iii�1!W.i�;�-� ��li�;;�;��t�� t�B�; 
*The U.S. Census Bureau's definition of the Minneapol is/St. Paul metropolitan statistical area was 
used for the table. 
Note: Figures for other Hispanic/Latino-origins, s.uch as Nicaraguan, are not show, but are available 
from the U . S .  Census Bureau's 2000 census data sets. 
I ndian households paid a lower· 
median gross rent. As a 
percentage of 1 999 income,  
Hispan ic/Latino households 
spent a lmost 24 percent of 
their income on rent. 
For the 43 percent of H ispan ic/ 
Latino households who owned 
or were buying their housing 
unit,  the m edian va lue9 of their 
unit was $ 1 06, 1 00.  This value 
was 82 percent of the m edian 
value ($ 1 29 ,400) for Asian 
households in Minnesota , who 
had the h ighest median value. 
Average household size 
of Hispanic/Latino 
population exceeded that 
of the total population.  
Hispanic/Latino households, on 
average, had one more person 
living in  their household than 
Minnesota's total households,  
approximately 3.5 to 2.5 
persons, respectively. 
Hispanic/Latino people 
were geographically 
mobile. 10  
Compared to their 2000 
Minnesota residence, 37 
percent of the Hispanic/Latino 
population resided either i n  a 
different state, country, Puerto 
Rico, or was at sea in 1 995. 
This rate was nearly 30 
percentage points higher than 
the White (not Hispan ic) popu-
lation,  which was the least 
· 
geographical ly mobile popu­
lation in the state. 
Also, only 30 percent of 
H ispanic/Latino people l ived in 
the same house in 2000 as 
they d id in 1 995 . This rate 
equaled half that for White (not 
Hispan ic) people. 
Lower percentage of 
the H ispanic/Latino 
population lived under the 
federal poverty threshold. 
According to the 2000 census , 
20 percent of H ispanic/Latino 
people l ived u nder the federal 
poverty threshold . 1 1  The rate 
declined from 26 percent in the 
1 990 census. 
About 20 percent of the foreig n 
born population in Minnesota 
l ived under the federal poverty 
threshold. Foreign born people 
who were not naturalized 
citizens were two and a half 
times more l ikely to l ive under 
the poverty threshold than their 
natural ized foreign born 
counterparts . 
. . . , 
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Figure 3. 
Educational Attai nment of His anic/Latino Population at a Glance:  1 990 and 2000 Census 
Levels of Educational Attainment 
Hispanic/Latino people 
participate in the labor 
force at high rates. 
In 2000, 76 percent of male 
and 63 percent of female 
H ispan ic/Latino people over 
the age of 1 6  participated in 
the labor force. These rates 
d ipped sl ightly from their 1 990 
levels. 
In 2000, the male H ispanic/ 
Latino labor force participation 
rate ranked second only to the 
m ale White (not H ispanic) rate. 
High percentage of 
Hispanic/Latino 
population had less than 
high school diploma. 
In 2000, almost 42 percent of 
H ispan ic/Latino people over 
the age of 25 in M innesota did 
not have a high school diploma 
(or equivalency) . This rate was 
almost four times that of the 
White (not Hispan ic) population 
( 1 0 .8  percent) and 1 3  percent­
age points above the 1 990 rate 
(28.9 percent) for H ispanic/ 
Latino people (see figure 3) . 
Although the number of 
H ispanic/Latino people 
increased for all levels of 
edu cational attainment, the 
growth in the "Less than gth 
grade" and "gth to 1 ih grade, 
no d iploma" levels exceeded 
that of other levels of 
ed ucational attainment. 
The percent of Hispan ic/Latino 
people without a h ig h  school 
diploma remained lower for the 
Minneapol is/St. Paul  metro 
area than for the entire state 
(38.5 percent versus 4 1 .9 
percent) . 
In 2000, a h igher 
percentage of the 
Spanish-speaking 
population was u nable to 
speak English wel l .  
More tha n  2 8  percent of 
Minnesotans over the age of 
five who spoke Spanish at 
home 12 spoke Engl ish "not 
well" or "not at al l"  (see figure 
4).  This rate was a lmost twice 
the rate of 1 990, when 1 5  
percent of Spanish-speaking 
Minnesotans spoke Engl ish 
"not well" or "not at a l l ." 
The num ber of Minnesotans 
who spoke S panish at home 
increased from approximately 
42 ,000 in  1 990 to 1 42 ,000 in 
2000. 
Figure 4. 
Ability to Speak E�lish by Population 5 Years 
ard Over that Speaks Sparish at Home 
Census 2000 
• Speak English "\lefY well" 
• Speak English "well" 
53.2o/c 
c Speak English "not well" or "not at all" 
Hispanic/Latino people 
carpooled at a rate higher 
than other Minnesotans. 
Over 26 percent of H ispanic/ 
Latino people over the age of 
1 6  carpooled to work. This 
rate was more than two and a 
half times that of the White (not 
Hispan ic) population , which 
had the lowest rate of 
carpooling (9.6 percent). 
The percent of Hispanic/Latino 
people who used public trans­
portation ,  such as buses and 
taxis, l ied ha lfway between the 
population who used public 
transportation the least (Wh ite , 
not H ispanic; 2 .5  percent) and 
those who use public trans­
portation the most (Black or 
African American;  1 7.6 
percent) . 
In 2000, the Hispanic/ 
Latino population's 
aggregate income (buying 
power)13 exceeded $1 .75 
bi l l ion. 
I n  2000, the buying power of 
Hispanic/Latino people in 
Minnesota ranked th ird among 
minority groups, following 
Black and Asian buying power. 
The buying power of H ispanic/ 
Latino people in the seven 
county M inneapolis/St. Paul  
metropolitan area exceeded 
$ 1 .25 bi l l ion. A h igher per 
capita income and a concen­
tration of H ispanic/Latino 
people in the metropolitan area 
accounted for a large 
percentage of the H ispanic/ 
Latino buying power being 
located in  the M inneapol is/St. 
Paul  metropol itan area . 
Median household income 
for Hispanic/Latino 
households reached 
almost $36,000.14 
Half of Minnesota's H ispan ic/ 
Latino households had 
incomes over $35,933 . Simi lar 
to other racial groups , 
H ispan ic/Latino households i n  
the Minneapolis/St. Paul 
metropolitan area had a h igher 
median income than Hispanic/ 
Latino households throughout 
the state (see figure 5) .  
Notes : 
1 .  The census numbers reflect 
actual counts and do not reflect 
any adjustments for a potential 
census undercount. 
2. Minnesota state law defined the 
Minneapolis/St. Paul metro­
politan area and included seven 
Minnesota counties- Anoka, 
Carver, Dakota, Hennepin,  
Ramsey, Scott and 
Washington. The U.S. Census 
Bureau used a federal definition 
of the Minneapolis/St. Paul 
metropolitan area. Along with 
the seven counties listed above, 
the Census Bureau's definition 
also included Chisago, I santi , 
Sherburne and Wright counties 
in Minnesota and Pierce and St. 
Croix counties in Wisconsin. 
The availability of the most 
accurate and complete data 
determined which definition was 
used within this brief. 
3.  T h e  map purposely showed the 
location of clusters throughout 
the state and did not show 
smaller clusters within the 
Minneapolis/St. Paul metro­
politan area. The Minnesota 
Planning State Demography 
Center created the map at the 
request of the Chicano Latino 
Affairs Council .  
4. Suburbs include a l l  cities within 
the seven county Minneapolis/ 
St. Paul metropolitan area 
excluding the cities of 
Minneapolis and St. Paul.  
5.  Hispanic/Latino people can be 
of any one race or a combi-
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Figure 5 .  
At a Glance: Median Household Income In 1 999 (Dollars) 
Race Minnesota Minneapolis/St. 
nation of two or more races. 
Where comparable data for 
White (Not Hispanic) people 
was available, such data was 
used. 
6. The U .S.  Census Bureau added 
the racial identification "Two or 
more races" in the 2000 
census. 
7. The term non-citizens referred 
to people that had not yet 
become naturalized U.S.  
citizens. The term should not 
be equated with the number of 
people who resided in the 
country il legally. 
8. Origin refers to country of 
ancestral origin that Hispanic/ 
Latino people identified with. 
9. Value refers to the household's 
estimate of how much the 
property (housing unit and/or 
lot) would sell for if it were for 
sale. 
1 0. Geographically mobile was 
defined as bei ng l ikely to move 
often from one geographic area 
to another. 
1 1 .  In the Census, data on income 
was based on the previous full 
calendar year. To determine 
whether people lived under the 
poverty threshold ,  the U.S.  
Census Bureau used the 
poverty threshold for 1 989 to 
match income data collected in 
the 1 990 census. For the 1 990 
census, the poverty threshold ,  
for a family of four, was 
$12,674; for the 2000 census, 
the poverty threshold was 
$1 7,029. 
12. Since no way exists ·to 
d etermine the exact number of 
Hispanic/Latino people that 
spoke Spanish at home, the 
author assumes that a majority 
of the people that spoke 
Spanish at home were 
Hispanic/Latino people. 
Paul 
metropolitan 
area* 
1 3. Buying power determined by 
multiplying per capita income by 
the number of people in a 
geographic area. 
1 4. Household income equaled the 
sum of al l  earned and unearned 
income for household mem­
bers, such as wages, commis­
sions, self-employment income, 
interest, Social Security, 
retirement income, welfare 
payments or alimony. 
More information :  
The information i n  this demo­
graphic brief was based on the 
2000 Census S ummary File 1 ,  
Summary File 2 and Summary File 
3 data sets. The complete data 
sets used to create this report may 
be found on the I nternet at the 
U . S .  Census Bureau's American 
Factfinder web site 
<http://factfi nder.census .gov> . 
This demographic brief is also 
available at the Chicano Latino 
Affairs Council web site 
<www.clac.state.mn. us/pdfs/ 
brief.pdf > .  
The data in this brief was from the 
1 990 and 2000 census. Data from the 
1990 census was included for 
comparison. Statistics from the census 
sample data were subject to sampling 
and non-sampling error. 
Permission is granted for reproduction 
of this document, with attribution to the 
Chicano Latino Affairs Council. 
CHICANO LATINO AFFAIRS COUNCIL 
555 Park Street, Suite 2 1 0  
.St. Paul, MN 5 5 1 03 
Phone: (65 1 )  296-9587 
Fax: (65 1 )  297-1 297 
E-mail: clac.desk@state.mn.us 
Web site: www.clac.state.mn.us 
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ADVOCATE.5 
FOR HUMAN RIGIITS 
Minnesota Advocates for Human Rights 
Minnesota Advocates for Human Rights works locally, nationally and internationally to promote and 
protect universal human rights and fundamental freedoms. Minnesota Advocates documents human rights 
abuses, advocates on behalf of individual victims, educates communities on human rights issues, and 
provides training and technical assistance to prevent human rights violations. 
Minnesota Advocates for Human Rights' unique programs and projects work to meet our overall 
goals of promoting and protecting internationally recognized human rights through factfinding, 
advocacy and education. Current programs and projects include:  
Children's Program 
The Children 's Program promotes and protects the fundamental rights of children. The 
Program is working toward the goal of seeking U.S .  ratification of the Convention on the Rights 
of the Child and is initiating U.S. based advocacy efforts including a "shadow report" on U.S .  
compliance with th e  United Nations Convention on the Elimination of Racial Discrimination. 
The Program's Child Survival Project is using factfinding, education, and advocacy to expose 
and combat excessive rates of preventable child deaths as a human rights violation in countries 
such as: Mexico, Uganda, and the United States. A coalition of community members working on 
the Campaign Against Forced Child Labor seeks to educate retailers and consumers about the 
harmful effects of child labor and to promote opportunities for child laborers to attend school. 
Refugee and Immigrant Program 
The Refugee and Immigrant Program works on behalf of immigrants, refugees, and 
asylum seekers through direct legal representation and education programs. The Program's 
Asylum Project recruits and trains volunteer attorneys to represent in asylum proceedings more 
than 700 indigent local residents who have fled racial, religious, political and gender-based 
persecution and are in danger of torture or execution if forced to return to their home countries. 
The Project also assists refugees, asylees and other indigent immigrant newcomers to become 
independent, self-sufficient, productive members .of the community by educating about . 
immigrant rights, community services, work authorization, and new laws affecting immigrants; 
and responds to more than 1 300 requests for information on asylum and immigration policy. 
Minnesota Advocates for Human Rights 
3 1 0  Fourth Ave S, # I  000 • Minneapolis, MN 554 t 5- 1 0 1 2  U.S.A. • Phone: (6 1 2) 34 1 -3302 • Fax:  (6 1 2) 34 1 -297 1  
E-mail:  hrights@mnadvocates.org * Website: http://www.mnadvocates.org 
The Program's BIAS (Building Immigrant Awareness and Support) Project mobilizes 
both immigrant and non-immigrant communities to combat anti-immigrant bias through youth 
and adult education, media projects, video, myth/fact exercises and speaker training, and 
provides accurate information about the numbers and impact of immigrants on the U.S .  
economy, labor market and society. 
Women's Program 
The Women 's Program promotes women's human rights through research, 
documentation of abuses, public education, human rights advocacy, and technical assistance 
proj ects. The Program achieves its goals through international national, and local initiatives. In 
regions such as Central and Eastern Europe, Haiti, Mexico, and Nepal, the Program has 
documented domestic violence, employment discrimination, sexual harassment, and rape as 
human rights abuses. fu the U.S.,  the Program is developing strategies to educate the public 
about the U.N. Convention on the Elimination of All Forms of Discrimination Against Women 
to create support for U.S. ratification. Locally, the Program sponsors educational forums and 
workshops such as the annual Celebration of International Women 's Day that offers a variety of 
educational sessions about women's  issues and artistic performances. In conjunction with the 
Refugee & Immigrant Program, the Women 's  Program also initiated the Battered Immigrant 
Women 's Project. This Project provides training, advocacy, and direct services to protect the 
health and human rights of immigrant, refugee, and undocumented battered women and children 
in Minnesota. 
Human Rights Education Program 
The Human Rights Education Program is designed to introduce international human 
rights and responsibilities to K-1 2  students. It uses the framework of the Universal Declaration 
of Human Rights and the Convention on the Rights of the Child to help students understand and 
appreciate common human values, encourages them to apply international standards to their own 
lives, and supports positive student action to remedy human rights violations in their own 
communities. Teams of volunteer lawyers and community activists collaborate with teachers to 
introduce basic human rights concepts, create case study curriculum focusing on areas of student 
interest, and empower students to exercise their activist potential through specific projects. 
Minnesota Advocates for Human Rights 
3 1 0  Fourth Ave S, # 1 000 • Minneapolis, MN 5 5 4 1 5- 1 0 1 2  U.SA • Phone: (6 1 2) 34 1 -3302 • Fax: (6 1 2) 3 4 1 -297 1 
E-mail :  hrights@mnadvocates.org • Website: http://www.mnadvocates.org 
What oth e rs say a bo ut 
th e Pro�ect 
B.I.A.S. Project staff and volunteers have 
presented to hundreds of audiences . Audience 
feedback after our presentations shows the impact 
we have made: 
"This information will help me reduce stereotypes 
presented by my friends. I now have facts to 
counter negative comments ." 
-Service provider  
"Thanks so much for coming to the class . . .  the 
students were really blown away by your 
presentation. What you do is such a great service 
to the community." 
-ELL teacher 
"Thanks for the objectiviryl" 
-Ed ucator 
"I liked the presenters and their knowledge and 
openness . .  .I look forward to using your 
curriculum unit in my classroom." 
-Socia l  stud ies educator 
"For the first time, I began to understand how 
migrant workers in my community feel." 
- H igh sch ool  student from ru ra l  M i n n esota 
"I want to help educate the American people about 
what I learned and help make things fair 
for everyone." 
-Refugee stu dent 
M I N N ESOTA ADVOCATES FOR 
H U MAN RIG HTS 
Founded in 1 983, Minnesota Advocates for Human 
Rights (Minnesota Advocates) is the largest Midwest­
based non-governmental organization (NGO) 
engaged in international human rights work. 
The nuss10n of Minnesota Advocates for Human 
Rights is to implement international human rights 
standards to promote civil society and reinforce the 
rule of law. We accomplish this by building broad­
based constituencies and involving volunteers in 
research, education, and advocacy in the United 
States and in selected global communities . 
Minnesota Advocates promotes and protects 
universal human rights and fundamental freedoms in 
each of our four issue areas: children's rights, refugee 
and immigrant rights, women's rights, and human 
rights education. 
For more information on 
The 8. 1 .A.S. Project, 
or to volunteer, contact: 
MIN'"'· 11·� . _  , . ••t 
ADVOCATES 
FOR HUMAN RIGHTS 
310 Fourth Avenue South, Suite 1 000 
:Minneapolis, 1til\J 5541 5-1012 USA 
(612)341 -3302 Fax: (61 2)341 2971 
www .mnadvocates.org 
The 
8 . 1 .A.S . 
Project 
Building 
Immigrant 
Awareness and 
Support 
Building awareness of and 
support for refugee and 
immigrant communities 
' . �:.. . •; I Th e 8 . 1 .A .S.  Proj ect. . .  I 
We build awareness of and support for refugee and 
immigrant communities by providing educational 
resources, training, and technical assistance. 
is a n  educationa l campa ign 
\Ve provide accurate information about refugee and 
immigrant issues and share the stories of 
refugees and immigrants living in our communities . 
that works in  com mun ities a nd classrooms 
We provide technical assis tance to educators, 
business professionals, service providers, and others 
to build schools, workplaces, and communities that 
welcome and support new inunigrants and refugees . 
i n  col laboration with comm u n ity partners 
We work with local coalitions and community 
leaders to advocate for policies that are supportive 
of refugees and immigrants and promote healthy, 
vibrant communities . 
to bui ld th riv ing, d iverse commun ities that 
capita l ize on the contributions of new 
refugees a nd immigrants. 
We believe that today's refugees and immigrants­
like generations before them-come to this country 
looking for a better life, and that their energy and 
ideas enrich all our communities . 
[---wh-Clt we Offe r I 
Written and Video 
Curricu lum Materia ls 
• The Energy of a Nation: Immigrants in America video and 
curriculum guide - highlighting immigrants' personal 
testimony and, through role play and research, 
exploring immigration from historical, policy, 
economic, and demographic perspectives 
• Myth/ fact sheets on immigration - outlining impact of 
immigrants and immigration at local and national 
levels 
• Law summan:es - describing recent legislation 
affecting immigrants and refugees 
Workshops a nd Spea kers 
• Speakers bureau - experts discuss immigration facts 
and policy; immigrants tell their own stories 
• Teacher training - strategies for teaching about 
immigration; links to new Minnesota Graduation 
Standards 
• Staff development for service providers, CLEs for attornrys­
cont:inuing education programs for business 
professionals and others wanting to learn more about 
immigrants, refugees, and immigration. 
• Student workshops - interactive sessions address past 
and current immigration and highlight personal 
stories of immigrants 
• Workshops on immigration law - informational 
programs for immigrants and non-immigrants 
Tech n ica l Assistance 
• Consulting - conducting ass essments, developing 
strategies, and training. ,. 
I Acco m p l is h m e nts I 
• Conducts more than 7 5 presentations and 
trainings on immigrant and refugee issues annually, 
reaching more than 5,000 individuals each year. 
• Co-sponsored the 2Q02 Upper J:vfidwes t  Regional 
Conference on Building Inclusive Communities that 
brought together more than 200 people from the 
5-state region to highlight best practices in working 
with the increasingly diverse p opulations of the 
Upper J:vfidwest. 
• Hosted a youth conference in December 2000 that 
drew more than 1 00 Minnesota high school 
students and educators to discuss  diversity in 
11.innesota's urban and rural schools 
• Produced The Enew of a Nation: Imm;grants z"n 
America-a video and curriculum guide on 
immigrant and refugee issues-which has been 
purchased by more than 300 community 
organizations, businesses, and schools across the 
country 
• Developed, in collaboration with community part­
ners in Southern Minnesota, The Many Faces of Immi­
gration, an educational newspaper supplement about 
immigrants in Southern Minnesota, that was 
distributed to 39,000 hqmes in the region in 1 995.  
I H ow to G et I nvo lved I 
The B.I.A.S. Project is always in need of volunteers 
to assist with public speaking, research, curriculum 
writing, marketing, and outreach. To find out 
more about the s e  and o th er volunteer 
opp ortunities , please contact __ 21 2-341-3302 or 
hrights@mnadvocates.org. 
Founded in 1994, the B .I.A.S.  Project (Building 
Immigrant Awareness and Support) is an educa­
tional campaign to address anti-immigrant sentiment. 
The Project works in schools and communities 
through youth and adult education, written and video 
curriculum materials, and training and technical assis­
tance to provide accurate information on immigrant 
and refugee issues. The B.l.A.S. Project offers: 
Written and Video Curriculum Materials: 
• The Energy of a Nation: Immigrants in America 
video and curriculum guide - highlighting immi­
grants' p ersonal testimony and, through role 
play and research, exploring immigration 
f.rom historical policy economic, and demo­
graphic perspectives; features also suggested 
links to Minnesota Graduation Standards 
• Myth/fact sheets on immigration - outlining im­
pact of immigrants on the labor market, the 
economy, and the welfare system 
• Law summaries - describing recent legislation 
affecting immigrants and refugees 
• Library - containing - comprehensive collec­
tion of curriculum guides and studies on im­
migration facts, law, and policy 
Workshops and Speakers: 
• Speakers bureau - experts discuss immigration 
facts and policy; immigrants tell their own 
stories 
• Teacher training - strategies for teaching about 
immigration; links to new Minnesota 
Graduation Standards 
• Staff development for sef!Jice providers - continuing 
education sessions for service providers, at­
torneys, and others wanting to learn more 
about immigrants, refugees, and immigration 
• Student workshops - interactive_ sessions ad­
dress past and current immigration and high­
light personal stories of immigrants 
• Workshops on immigration law - informational 
programs for immigrants and non­
immigrants 
Technical Assistance: 
• Consulting - conducting focus groups, devel­
oping strategies, and training. 
MINNESOTA ADVOCATES FOR 
HUMAN RIGHTS 
Founded in 1983, Minnesota Advocates for Human 
Rights (Minnesota Advocates) is the largest Midwest­
based non-governmental organization (NGO) en­
gaged in international human rights work. Located 
in Minneapolis� Minnesota Advocates has 1 ,250 
members, including more than 600 active volunteers 
who contribute an estimated $ 1 .4 million annually of 
in-kind services. Minnesota Advocates for Human 
Rights works locally, nationally, and internationally to 
promote and protect universal rights and fundamen­
tal freedoms. Minnesota Advocates takes an inte­
grated, comprehensive approach to preventing hu­
man rights abuses through: 
• documenting human rights abuses 
• advocating on behalf of individual victims 
• educating communities on human rights issues, 
and 
• providing training and technical assistance to 
prevent human rights violations. 
For more information on 
The B.I.A.S. Project, 
or to volunteer, contact: 
Mi• 
·AJ)VOCA'l.'ES 
Fon HUMAN H l.GHTS 
3 1 0  Fourth Avenue South, Suite 1 000 
Minneapolis, 11N 5541 5-1012 USA 
(61 2)341-3302 Fax: (612)341 2971 
www.mnadvocates.org 
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Minnesota's Immigrant 
Populations : Past and Present 
Historically, Minnesota has been an 
immigration state. 
The first peoples living in the region now known as 
11innesota were members of diverse Native 
American tribes who settled in the area as long ago 
as 6000 B.C. The Ojibway and Dakota, the largest 
tribes living in Minnesota in the early and mid­
nineteenth century, both had well-established 
societies based on hunting and gathering when the 
first French and French Canadian traders arrived to 
establish fur posts among them. 
By 1 850, many settlers from New England as well as 
immigrants from Norway, Sweden, Ireland, and 
Germany had settled in Minnesota. Drawn by the 
lure of inexpensive farmland and a growing 
industrial base, diverse groups continued to migrate 
to Minnesota, and by 1 896, official election 
instructions were being issued in nine languages: 
English, German, Norwegian, Swedish, Finnish, 
French, Czech, Italian, and Polish. 
:tvlinnesota became a significant immigration state as 
a result of the wave of immigration to the United 
States at the turn of the century. While the foreign­
born population in the United States was only 1 5% 
in the 1 890s, 40% of Minnesota's population was 
foreign born. This first major wave of immigration 
to Minnesota peaked around 1 91 0, when more than 
60% of the immigrants came from Sweden, 
Norway, and Germany. 
_,.--..,_ 
Today's Immigrants to Minnesota 
Another wave of immigration to Minnesota, 
which began after the Vietnam War, marked a 
change in the ethnic makeup of :Minnesota's im­
migrant populations .  This wave peaked in the 
1 9 80s when hundreds of refugees from Southeast 
Asia, aided by local churches, were resettled in 
Minnesota communities. Minnesota's ethnic 
mix-originally comprised of Native Americans, 
African Americans, and immigrants from diverse 
Western European countries-was now further 
enriched by new populations primarily from 
Southeast Asia, Africa, Latin America, and East­
ern Europe. 
Today, even though only 5 .1% of Minnesota's 
population is foreign born (which is half the na­
tional average), the state remains a destination for 
immigrants and refugees. Each year international 
immigration brings around 7,000 people to 1Yfin-
11esota and according to the 2000 Census, there 
are 260,463 foreign born residents living in the 
state. The current immigrant populations in Ivfln­
nesota are growing in number and diversity. Con­
sider the following statistics: 
· The Minnesota Planning Office of the State De­
mographer estimates that more than 40,000 refu­
gees live in Minnesota. On average, the state ad­
mits around 3,000 refugees a year, and, in 1996, 
42.2% of all Minnesota immigrants came as refu­
gees. Most refugees are coming from the former 
Soviet Union, Bosnia, Somalia, Sudan, Ethiopia, 
Eritrea, Liberia, Vietnam, Laos, and Cambodia. 
Federal, state, and community agencies give these 
estimates of Minnesota's largest refugee popula­
tions*: 
Hmong 
Vietnamese 
Somali 
Cambodian 
Laotian 
Former Soviet Republics 
41,800-60,000 
1 8,800 
22,000-28,000 
5,500-10,000 
1 0,000 
7,000 
*Estimates include U.S.-born children and refagees resettled in 
other states who subsequent!J moved to Minnesota . 
. -
· According to the 2000 Census, 1 43,382 members 
of the Chicano/Latino population live in JYfinne­
sota. 
· At least 1 8,000, and probably as many as 48,000, 
undocumented workers labor in the hospitality, in­
dustrial, agricultural, and meat-processing industries 
in Minnesota. 
· According to reports from the Hmong and Somali 
communities, Minnesota is home to the largest 
Hmong and the largest Somali population in the 
United States. 
· Mote than 55 languages were spoken by students 
in Minneapolis Public Schools during the 2000-2001 
academic year. MinnesQta Department of Children, 
Families and Learning estimates that more than 
56,000 students in lYlinnesota's public �chools speak 
a language other than English at home. 
· A record number of 1,500 immigrants from about 
1 00 countries became U.S. citizens in 111nnesota on 
June 28, 200 1 .  _ Part of a nationwide increase in 
naturalization, immigrants are increasingly settling in 
and enriching Minnesota communities with their 
economic and cultural contributions. 
Sources: 
Collins, Terry. "It was Minnesota's Biggest Day," Star Trib11ne, June 28, 
2001 
Holmquist, June Drenning. They Chose Minnesota, Minnesota Historical 
Society Press, 1981 
Kielkopf, James 1 . "The Economic Impact of Undocumented Workers in Minnesota," HACER, 2000 
Leslie, Lourdes Medrano. "Minnesota Welcomes Record Nwnber of 
New Americans," Star T rib11m, July 1, 1999 
Nelson, Todd. ''New Americans Bring New Record," St. Paul Pioneer Press, June 28, 2001 
Minneapolis Public Schools, 2001 
MN Department of Health, Refugee Health Program 2002 
MN Planning/Office of the State Demographer, 1996/2000 
MN Department of Human Services, Refugee & Immigrant Services 
2000 
U.S. Census Bureau, 2000 
Revised 6/ 2002 
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"What can you do to make a difference?" 
Listed below are some projects you can do to increase awareness of refugee and immigrant issues. The B . l .A.S .  
Project @uilding l mmigrantAwareness anc£upport) of M innesota Advocates for Human Rights has many resources 
to help you put some of these ideas into action--for more information, please call (6 1 2) 34 1 -3302. 
I. Write articles for your school or community paper. Article ideas include the following: 
-profiling a local refugee or immigrant 
-featuring a specific refugee or immigrant crisis 
-writing a " letter to the editor" stating your opinion on current immigration issues 
2. Advocacy work 
-send letters to or call your legislators regarding current immigration issues 
3. Reach out to refugees or immigrants in your local area 
-volunteer at a local agency that works with refugee and immigrant populations 
-invite immigrants and refugees to teach about their country of origin and culture 
-tutor local refugees and immigrants 
-host a community-wide multicultural event, featuring international foods and m usic 
-host an "English conversation group" to assist new refugees and immigrants with their 
developing English language skills 
-ask a local immigrant or refugee to teach you his or her native language 
-be a mentor to a person who is attempting to gain citizenship 
-prepare "welcome baskets" for new families of refugees and immigrants 
4. Increase awareness of refugee and immigrant issues. Ideas include: 
-hosting a "multicultural day" featuring international foods and music from around the world 
-inviting a speaker to speak to your local school, community, or church group on refugee and immigrant 
issues. Speakers could include: 
-a local immigrant or refugee--possibly a panel featuring several newcomers 
-someone who works with refugees and immigrants locally 
-someone who has done refugee work in another country 
5. Form a refugee/immigrant club within your school or neighborhood with others interested in these 
issues. Club activities could include: 
-discussing current refugee and immigrant issues 
-discussing films and books that deal with refugee and immigrant issues 
-hosting various events to raise awareness of refugee and immigrant issues 
-hosting a fundraiser (for example, a benefrt concert) to raise money for local groups 
sponsoring refugee families 
6. "The international connection� helping refugees and immigrants around the world 
-begin a pen pal program with refugees in a refugee camp overseas 
- initiate international contacts to develop "classroom to classroom" communication with 
immigrants and refugees via the Internet 
-raise money for humar:'itarian organizations (like U N HC� or UNICEF) that work with 
refugee and immigrant populations 
Prepared by: 
The B.l .A.S. Project (Building Immigrant Awareness and Support) 
of Minnesota Advocates for Human Rights 
tel (6 1 2) 34 1 -3302 • www.mnadvocates.org 
Best Practices in Creating a Welcoming Environment for Refugee and 
Immigrant Students 
The B.I.A.S.  Project (Building Immigrant Awareness and Support) of Minnesota Advocates for 
Human Rights is collecting "best practice" ideas teachers have used in working with immigrant 
and refugee students. Listed below are some ideas we have collected from Minnesota educators. 
If you would like to share your ideas, please send them to us at the address below. 
Before the Immigrant or Refugee Student Arrives: Creating a Welcoming School Climate: 
• Teach staff and students how to say "hello" in the new students' native languages. 
• Have a member of the immigrant community work with the school in preparation of the 
arrival of the new students. 
• Have mainstream students learn about refugees and why they are forced to migrate. 
Role-play how they would feel as refugees. 
• Find out resources, interpreters, and materials on cultural diversity and have a seminar for 
staff on in-coming students' home countries, explaining the land, history and social 
aspects. Emphasize also to students how important it is to learn about the world-as an 
extension of social studies class. 
• Prepare school staff for student arrival including possible changes in cafeteria food menu. 
• Clarify special clothes for girls (i.e. shador or head covering) for Physical Education 
classes. 
• Display pictures, maps, and information about immigrant students' home countries in a 
central location of the school to educate the student body about newcomers. 
Immigrant and Refugee Students in the Classroom: Strengthening One-on-One Interaction: 
• Teach lessons about the home countries of immigrant students. Even if the new student 
doesn't understand everything, s/he should be comforted to see students learning about 
( 
things that s/he recognizes. Students' parents could be involved in the planning and (' presentation .  
• Have students draw maps of their home countries, adding pictures and cities. Have them 
show the class (or rotating partners if a large group is too intimidating) and tell them they 
can bring in items that represent their cultures to explain and share with the class . 
• Use lots of visual aids. 
• Use good nonverbal communication skills. 
• Be genuine, sincere, and friendly. 
• Introduce newcomer students into the school mainstream slowly. 
• Develop a buddy system, matching new students with current students to show them 
around for the first week. 
Involving Immigrant Families and Communities in School Life: 
• Do short video in native language of incoming students showing the school, sports, 
parent-teacher conferences, etc. This video can be viewed at school or at home. 
• Offer parents "coffee time" as parents drop kids off in the morning. 
• Have parents of immigrant students volunteer in the classroom to become more familiar 
with what goes on during the day. Could use job skill from home country (i .e. art 
teacher) 
• Work with parents to help them learn how to "get involved" in the schools without being 
too intimidating (i.e. parent-teacher conferences, volunteer opportunities, etc.) 
The B.l .A.S. Project (Building Immigrant Awareness and Support) 
Minnesota Advocates for Human Rights 
3 I 0 Fourth Avenue South, Suite I 000 
Minneapolis, MN 554 1 5  U.S.A. 
6 1 2.34 1 .3302 • www.mnadvocates.org 
Founded in 1 994, the B.I.A.S. Project (Building 
Immigrant Awareness and Support) is an educa­
tional campaign to address anti-immigrant sentiment. 
The Project works in schools and communities 
through youth and adult education, written and video 
curriculum materials, and training and technical assis­
tance to provide accurate information on immigrant 
and refugee issues. The B.I.A.S. Project offers: 
Written and Video Curriculum Materials: 
• The Ene1;gy of a Nation: Immigrants in America 
video and curriculum guide - highlighting immi­
grants' personal testjmony and, through role 
play and research, exploring immigration 
from historical, policy, economic, and demo­
graphic perspectives ; features also suggested 
links to Minnesota Graduation Standards 
• lvfyth/ fact sheets on immigration - outlining im­
pact of immigrants on the labor market, the 
economy, and the welfare system 
• Law summaries - describing recent legislation 
affecting immigrants and refugees 
• Library - containing comprehensive collec­
tion o f  curriculum guides and studies on im­
migration facts, law, ·  and policy 
Workshops and Speakers: 
• Speakers bureau - experts discuss immigration 
facts and policy; immigrants tell their own 
stories 
• Teacher training - strategies for teaching about 
immigration; links to new Minnesota 
Graduation Standards 
• Staff development far service providers - continuing 
education sessions for service providers, at­
torneys, and others. wanting to learn more 
about immigrants, refugees, and immigration 
• Student workshops - interactive sessions ad­
dress past and curren t  immigration and high­
light person al s torie� of  immigrants 
• Workshops on imm{�ri.1/ion law - informational 
programs for 1mm 1grants and non­
immigran ts 
Technical Assistance:  
• Consulting - conduc t  1ng focus groups, devel­
r.nino- �tr� telrics .  ;i nd  1 rajninQ. 
MINNESOTA ADVOCATES FOR 
HUMAN RIGHTS 
Founded in 1983, Minnesota Advocates for Human 
Rights (tvlinnesota Advocates) is the largest Midwes t­
based non-governmental organization (NGO) en­
gaged in international human rights work. Located 
in Minneapolis, 11innesota Advocates has 1 ,250 
members, including more than 600 active volunteers 
who contribute an estimated $ 1 .4 million annually of 
in-kind services. Minnesota Advocates for Human 
Rights works locally, nationally, and internationally to 
promote and protect universal rights and fundamen­
tal freedoms. Minnesota Advocates takes an inte­
grated, comprehensive approach to preventing hu­
man rights abuses through: 
• documenting human rights abuses 
• advocating on behalf of individual victims 
• educating communities on human rights issues, 
and 
• providing training and technical assistance to 
prevent human rights violations.  
For more information on 
The B.I.A.S. Project, 
or to volunteer, contact: 
A DVOC/\'l'ES 
FOH H U IH A N l? I Cl lTS 
310 Fourth Avenue South, Suite 1 000 
Minneapolis , NlN 5541 5- 1 0 1 2  USA 
(612)341 -3302 Fax:  (61 2) 341 297 1 
"..VWW. rnn'1ch·oca tes .org 
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DISPELLING THE MYTHS 
ABOUT IMMIGRANTS 
MYTH: Immigrants take jobs away from Ameri­
cans. 
FACT: Immigrants create at least as many j obs as 
they fill. Numerous s tudies show that immigrants are 
more likely to be self-employed and start new busi­
nesses than the native-born, and immigrants fill jobs 
that the native-born are either unwilling or unable to 
undertake, especially in the labor-intensive service/ 
indus trial sectors and in the high-technology/ 
computer sectors . 
MYTH: Immigration is a drain on the U.S. 
economy. 
FACT: Immigration grows the U.S.  economy. An 
estimated 17.4 million immigrants are currently 
working in the U.S.-accounting for 1 2.4% of the 
total civilian labor force. A recent study by the Na­
tional Immigration Forum showed that the average 
immigrant pays $1 800 more in taxes than he/she re­
ceives in benefits. Immigrants also have a positive 
effect on the U.S.  economy by creating businesses 
and generating employment. Furthermore, the U.S .  
also attracts a significant number of enterprising, in­
novative, and well-educated foreign nationals. These 
immigrants help keep the U.S. internationally com­
petitive and give U.S.  businesses a more global per­
spective-an outlook that is becoming increasingly 
necessary in this era o f  globalization. 
MYTH: Immigrants abuse the Social Security 
and welfare systems. 
FACT: Immigrants contribute more in taxes than 
they receive in benefits . According to the U.S.  Cen­
sus Bureau, in 1 999 fewer than one in seven foreign­
born householders received b enefits such as food 
stamps and housing assistance. However, immigrant 
u s e  of these assis tance programs is largely concen­
mirc:d arnor -- fugees and elderly immigrants . Most 
immigrants a±e young arid healthy when they ar­
rive-their average age is 28. Immigrants are large 
contributors to-rather than recipients of-Social 
Security, and will play an integral role in financing 
Social Security as the U .S. population ages.  
MYTH: Immigrants cause urban problems 
FACT: About half of the immigrant population 
lives in a central city in a metropolitan area. More 
o ften than not, they settle in neighborhoods tl1at 
have fallen into disrepair. The s tories are legion 
how new immigran ts start new businesses and revi­
talize urban centers. Dominican immigrants revital­
ized Washington Heights in Manhattan's Upper 
Wes t  Side, and an array of new arrivals reclaimed 
Nicollet Avenue in south Minneapolis . Those �x­
amples are repeated hundreds of times across the 
country. According to the Alexis de Tocqueville 
. Institute, a study carried out over an 1 8-year period 
in \Vashington DC revealed that there is a positive 
correlation between the number of immigrants in a 
neighborhood and increasing property values. As 
one real-estate agent put it, witl1 immigration " there 
goes the neighborhood-up." 
MYTH: There is a higher percentage of immi­
grants in the U.S.  now than ever before in U.S.  
history. 
FACT: The number of immigrants currently living 
in the U.S.  has reached unprecedented levels, but as 
a percentage-10.4% of tlle U.S. population is cur­
rently foreign-born-the number is lower than pre­
vious peak immigration periods. Immigrants repre­
sented 1 4. 8% of the population in 1 890 and 1 4.7% 
in 1 9 1 0. Currently, more than 70% of immigrants 
settle in six s tates-California, New York, Florida, 
Texas, N ew Jersey, and Illinois. European immi­
gran ts-historically a large portion of immigration 
to the LJ .S-today make up 1 5 .3% of newcomers ; 
S l (�/o come from Latin America; 25.5% come from 
Asia; and S. 1 % fro1n o ther parts of the world. The 
top ten countries of �gration to the U.S.  are 
Mexico, China, the Philippines, India, Cuba, Viet­
nam, El Salvador, Korea, the Dominican Republic, 
and Canada. 
MYTH: The United States is being overrun 
with illegal immigrants . 
FACT: The estimated number of illegal aliens liv­
ing in the U.S. ranges from 5 to 8 million.  This ac­
counts for approximately 2% of the U.S.  popula­
tion. About half of ·those undocumented immi­
grants came legally to this country and became ille­
gal by remaining here after their visas expire. 
MYTH: Most immigrants to the United States 
are illegal, undocumented aliens who come only 
for economic reasons .  
FACT: According to the INS, 849,807 immigrants 
were legally admitted to the U.S in 2000. Econom­
ics played a role in thqse arrivals, but family, work, 
and basic freedoms are also significant considera­
tions influencing people's decision to come to this 
country. O f  the immigrants coming legally to the 
U.S .  in 2000, 69% came to be reunited with immedi­
ate family members (parents, children, siblings, or 
spouses) , 1 3% were sponsored by U.S. employers to 
fill in positions for which no U.S.  worker is avail­
able, and an additional 8% came as refugees or 
asylees, fleeing persecution and looking for safety 
and freedom in the U .S .  Like generations of immi­
grants before them, these immigrants came to this 
country looking for a ·better life, and their energy 
and ideas enrich all our communities. 
Sources:  _-\lexis de Tocqueville Institute, American Immigration 
Lawyers .-\ ssociation; Carnegie Endowment for International 
Peace; C\ TO Institute; Center for Immigration Studies (200 1 ) ;  
Immigration and Naturalization Service (2000); National Imrni­
gration Forum; The Urban Institute; U.S. Census Bureau 
(2000). 
Reci.•ul fi/ ]t;t;J 
\ 
The Energy of a Na ti on 
Immigrants in America 
V I D E O & 
C U R R I C U L U M 
The Energy of a Nation: Immigrants in America, an exciting new video and study 
guide, address one of the major issues of our era -- immigration. At a time when immigration debates 
make headlines daily, the public needs accurate and accessible information in order to develop an 
informed analysis of this complex topic. Who comes to the United States? How many? Why? What is 
the impact of immigration on the U S.  economy, labor market and culture? The video (which includes 
accompanying written materials) addresses: 
• 
• 
• 
• 
• 
• 
• 
• 
Economic impact 
History of immigration 
Current trends 
Global perspective 
Legal and illegal immigration 
Family and employment immigration 
Refugees 
Government policies 
This video and study guide are appropriate for students in middle school or high school and 
adults. The materials can be adapted for classes on current events, civics, economics, geography, history, 
law and social studies. 
Produced by award-winning Media Productions, Inc. and Minnesota Advocates for Human Rights, 
August 1995. Telephone: (612) 341-3302; Fax: (612) 341-2971.  
Purchase price $35. 00for the video and/act sheets, 
$50. 00/or video,fact sheets and study guide. 
------------------------------ -----------------
PURCHASE ORDER: THE ENERGY OF A NA TION: IMMIGRANTS IN AMERICA (Video & 
Study Guide) 
Date: Date Needed: 
Name: Institution: 
Address: Phone: 
City/State:----------- Zip: 
Quantity __  at $35 .00 each (includes video and fact sheets) for a total cost of ______ (Enclosed) 
Quantity __ at $50.00 each (includes video, fact sheets and study guide for a total cost of (Enclosed) 
Make checks payable to Minnesota Advocates for Human Rights; 3 1 0  Fourth Ave. S., # 1 000; Minneapolis, MN 554 1 5- 1 0 1 2. 
Telephone: (6 12) 341 -3302. 
What Are Human Rights? 
�uman Rights can be. defined as thoS: b�ic standards witho� which people cannot live in dignity as human bemgs. Human 
nghts are the foundation of freedom, Justice, and peace. Therr respect allows the individual and the community to fully 
develop. 
+ The development of human rights has its roots in the struggle for freedom and eq�ty everywhere in the world. The basis 
of human rights-such as respect for human Jife and human dignity--can be found in most religions and philosophies. 
They are proclaimed in the Universal Declaration of Hwnan Rights. Documents such as the International Covenants on 
Human Rights set out what governments must do and also what they must not do to respect the rights of their citiz.ens. 
·Characteristics of Human Rights 
+ Human rights do not have to be bought, earned or inherited, they belong to people simply because they are hmnan-human 
rights are "inherent', to each individuai. 
Human rights are the same for all human beings regardless of race, sex, religion, political or other opini014 national or social 
origin. We are all born free and equal in dignity and rights-human rights are "universaf'. 
Human rights cannot be taken away, no one bas the right to deprive another person of them for any reason. People still have 
human rights even when the laws of their countries do not recognize the� or when they violate them:.... for example, when 
slavery is practiced, slaves still have rights even though these rights are being violated-human rights are "inalienable." · 
To live in dignity, all human beings are entitled to freedom, security, and decent standards of living concurrently-human 
rights are ''indivisible.'' 
Categories of Rights 
Rights can be put into �ee categories: 
I .  Civil and political rights (also called·"first generation" rights). These are "h1lerty-oriented'' and include the rights to; 
life, liberty, and security of1he individual; freedom from torture and slavery; political participation; freedom of opinion, 
expression, though� conscience and religion; freedom of association and asse�bly. 
2. Economic and sociai rights (also called "second generation" rightS). These are "security-oriented" rights, for example 
the rights to: wo� education, a reasonable standard of .living; food, shelter, and health care, am� others.· 
3. Environmental, cultural, and developmental rights {also called "third generation" rights}. These include the rights to 
live in an environment that is clean and protected from destruction� and rights to cultural, political, and economic 
development 
When we say that each person has human rights, we are also saying that each person has responsibilities to respect the human rights of 
others. 
Universal Declaration of Human Rights . 
Tue most widely accepted statement of humari rights in the world is the Universal Declaration of Human Rights (UDHR). Its core 
message is the inherent value of everJ human being. The Declaration was unanimously adopted on the 10th of December 1 948 by the 
United Nations (although 8 nations did abstain). It sets out a list of bask rights for everyone in the world whatever their race, color' 
sex, language, ieligion, political or other opinion, national or social origin, property, birth or other status. It states that governments 
have promised to uphold certain rights, not only for t.h.eir own citizens, but also for people in other countries. In other words, national 
borders are no barrier to helping others achieve their rights. Since 1 948 the Universal Declaration has been the international standard 
for human rights. In 1 993 a world conference of 1 7 1  states representing 99% of the world's population reaffirmed its commitment to 
human rights. 
GLOSSARY 
(Excerpt from The Energy of a Nation: 
Immigrants in America, Minnesota 
Advocates for Human Rights, 1995) 
alien A person who is not a citizen of the 
country in which he or she lives. A legal 
alien is someone who lives in a foreign 
country with the approval of that country. 
An illegal or undocumented alien is 
someone who lives in a foreign country 
without the legal approval of that country. 
asylum Legal pennission to live in a country 
given by its government to people fleeing 
danger or persecution in their original 
homelands. A country of asylum grants a 
person asylum. A country of first asylum 
gives a person temporary asylum until he 
or she leaves it for another country. A 
person who seeks safety in a foreign 
country from danger at home is an asylum 
seeker. 
advocacy Pleading the cause of others: the act of 
upholding or defending as valid or right. 
country of origin A refugee's native land. 
deport To force someone to leave a country. A 
deportee is usually someone who is not a 
native of the country and is ejected by that 
country. 
detainee An alien in the custody of government 
authorities who is waiting for officials to 
decide if he or she may stay in the country 
or will be forced to leave. Also called 
internee. 
displaced person A person who has been forced 
by dangerous circumstances to leave 
home for a place of safety within the 
home country. The dangerous 
circumstances could be natural disasters 
such as droughts or storms or they could 
be persecution or social unrest such as 
wars or revolutions. If a person flees to a 
place within the home country, he or she 
is called displaced. If that person flees to 
another country, he or she is called a 
r�fugee. 
emigrate To go from one region or country and 
settle in another. Emigrants are people 
who leave their home countries to settle 
elsewhere. 
exile To send someone out of a place; �o banish. 
Unlike a deportee, who is forced to leave 
a country where he or she is not a citizen, 
an exile is a person who is forced to leave 
his or her home country. When a legal 
decree or banishment forces a person to 
leave, he or she is in involuntary exile. 
When circumstances cause a person to 
leave, he or she is in voluntary exile. 
family reunification Americans can sponsor their 
close relatives to live with them in the 
United States. 
green card A slang term describing the permit 
that indicates that a person who is not a 
citizen has been granted legal permanent 
resident statusin the United States. Such a 
"resident alien" can live and work in the 
U.S. without fear of deportation unless he 
or she commits a serious criminal offense 
or lives outside the country for more than 
two years. 
human rights Fundamental rights regarded as 
belonging to all people. Found. in many 
treaties and in the Universal Declaration 
of Human Rights, passed by the United 
Nations General Assembly in 1 948. 
immigrate To move to a country where one 
is not a native. Immigrants are people 
who come to a country where they 
intend to settle permanently and obtain 
citizenship. A legal immigrant is a 
person who comes to settle in a 
country with the legal permission of 
its government. An illegal immigrant is 
a person residing in a country without 
the legal permission of its government. 
INS: Immigration and Naturalization Service 
The government agency that 
administers the country's immigration 
law and procedures. 
migrate To move from one place and settle in 
another. Migratory people are those who 
must regularly move from place to place. 
Migration may occur when hunters follow 
seasonal moves of game or herders need 
new grasses for their livestock; migration 
may also resuJt from natural disasters such 
as volcanic eruptions or droughts, or from 
social disorders such as wars and 
revolutions. A migrant is any person or 
animal that moves from place to place. 
Migrant workers or economic migrants 
must travel from place to place, 
sometimes from country to country, to 
fmd employment. This migration is often 
determined by what crops need harvesting 
and in which season. 
naturalization The process whereby an 
immigrant becomes a citizen. 
Naturalized citizens in the United 
States have all the rights of native­
bom citizens except election to certain 
public offices such as the Presidency. 
NGO Acronym for NonGovernmental 
Organization. The Red Cross, CARE, 
and OXF AM are examples of 
international NGOs. 
pull factors Conditions that attract an 
immigrant to the country of 
immigration. 
push factors Conditions within a country that 
lead people to move away from their 
home and country. 
refoulement When a person is forcibly 
returned to the home country where 
his or her life or freedom would be 
threatened. 
refuge Protection or shelter; relief; a place to 
which one goes for help, comfort, or 
escape. 
refugee A person who leaves his or her 
country of origin because of a "well­
founded fear of persecution for 
reasons of race, religion, nationality, 
membership in a particular social 
group or political opinion." (Definition 
used by U.S. Refugee Act of 1 980 and 
the United Nations.) Persons meeting 
that definition may be eligible for 
political asylum or refugee status. A 
significant number of refugees sharing 
a similar background is referred to as a 
refugee community. The term economic 
refugee is sometimes used to describe 
someone who does not meet the 
refugee definition because his or her 
smvival is threatened not by 
persecution but by conditions like 
poverty or famine. 
repatriate To return someone to his or her home 
country. Voluntary repatriation is when a 
person chooses to return to the home 
country. This may occur when the danger 
that threatened the person has ended. 
Involuntary repatriation, forced 
repatriation, or refoulement occurs when a 
person is forced to return to the home 
country against his or her will. This may 
occur when the country where a person 
seeks asylum does not recognize that 
person as a refugee; i.e., a person with a 
"well-founded fear of persecution." 
resettlement Moving a refugee from the country 
of first asylum to another country where 
he or she can settle permanently. 
Resettlement occurs when the refugee has 
no hope of returning safely to the home 
country. People waiting to be moved from 
the country of first asylum are often kept 
in resettlement camps until a place of 
resettlement can be found in another 
country. 
sponsor A U.S. company or person who files a 
petition for an alien to enter the United 
States as a legal immigrant. 
undocumented immigrant A person who enters 
or stays in a country without legal 
permission. Also called illegal alien. 
UNHCR Acronym for the United Nations High 
Commissioner for Refugees. 
visa A permit granted to aliens that allows them 
to enter the United States. There are two 
basic kinds of visas: temporary visas (like 
those used by tourists visiting the United 
States.) And permanent, or immigrant 
visas (for those who are applying to stay in 
the United States on a long-!erm basis). 
work-based immigration If a company is looking 
to fill a position and cannot find someone 
in the U.S. to do the job, it is allowed to 
look elsewhere in the world to find a 
qualified person. This person must have 
special skills, such as an expertise in a 
particular field, in order for the company 
to be permitted to sponsor her. 
sources: The Uprooted, American Immigration 
Lawyers Association, and Minnesota Advocates 
for Human Rights. 
The B. l .A.S. Project (Building Immigrant Awareness and Support) 
Minnesota Advocates for Human Rights 
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I .  Two General Categories 
IMMIGRATION BASICS 
A Brief Outline of U.S. Immigration Law 
When people talk about " immigrants,"  they are usually referring to all foreigners who live in the United States. 
Immigration law breaks this large group of foreigners into two general categories: ( 1 )  "immigrants," or people who 
come to the U.S. with the intent to stay here permanently, and (2) "nonimmigrants," or people who are visiting the 
U.S. temporarily. 
Because people often have a variety of reasons for coming to the U.S., categorizing a particular individual's intention 
as "permanent" or "temporary" can be difficult. Still, keeping these categories in mind helps in understanding U.S. 
immigration law and procedures. 
I I .  Basic Procedures for Entering the U.S. 
I 
The typical method by which a non-citizen gains permission to enter the United States is by applying for a visa at a 
United States embassy or consulate in their home country or some nearby country. A visa is permission from the 
United States Department of State for a non-citizen to enter the U.S .  This may be either a temporary, nonimmigrant 
visa or a permanent immigrant visa. 
After obtaining a visa, a non-citizen presents his or herself at the U.S. port of entry. There, the Immigration and 
Naturalization Service ("INS") inspects the individual's documents and may question the individual to determine 
whether they are really admissible to the U.S.  and are carrying an appropriate visa. 
Of course, some non-citizens enter the U.S. without obtaining a visa and without presenting themselves at the border. 
These individuals are often referred to as having "entered without inspection" (EWI). Some of these individuals can 
later obtain permission to stay in the United States. 
I l l .  Visa Categories (a list of the major visa categories) 
A. Immigrant visas--visas allowing an individual to be a "permanent resident" of the United States, and 
eventually to obtain U.S .  citizenship. 
I .  Family-Based Visas : U.S.  citizens may sponsor their "immediate relatives" 
(spouse/parent/unmarried minor children), their adult or married sons and daughters, and 
their siblings. Lawful permanent residents may sponsor their spouses, minor and unmarried 
children. Depending on the status of the petitioner and on the family relationship, visas 
may be immediately available or there may be a substantial wait for the visa. 
2. Employment-Based Visas: Employers may sponsor professional, extraordinary and 
exceptional workers and certain other skilled workers. 
3 .  Diversity Visas: The diversity visa lottery program allows 55,000 new immigrants to enter 
the U.S.  each year. 
B Non-immigrant visas--visas allowing an individual to visit the U.S. temporarily. The major 
non-immigrant visa categories are tourist visas, student visas, and temporary employment visas. 
Some individuals who enter with non-immigrant visas may eventually become permanent residents 
of the U.S. 
C. Refugees and Asylees 
Another category of non-citizens seeking to live in the United States are refugees and asylees. Generally, 
these individuals are people seeking protection from persecution in their home countries. They must show 
that they face persecution based on their political opinion, their religion, their race, their nationality, or their 
social group. 
1 .  
2.  
Refugees: Under U.S. immigration law, a "refugee" is someone who is outside the U.S. and 
seeks protection and a place to live in the U.S. These people are processed abroad and 
resettled with the help of agencies in the U.S. 
Asylees: An asylee is someone who is already in the U.S. and seeks protection and 
permission to stay in the U.S. 
Refugees and asylees may apply for lawful permanent resident status after one year in the 
U.S .  
IV. Basic Procedures for Becoming a Lawful Permanent Resident (LPR) ( the "green card"), 
A. Lawful Permanent Resident (LPR) status allows a non-citizen to remain in the U.S. permanently 
and, under certain conditions, to eventually apply to become a U.S. citizen if he or she so chooses. 
LPR status is not the same as citizenship - LPRs may be deported from the U.S. and may abandon 
their status if they remain outside the U.S. for an extended period of time. 
B. A person can obtain LPR status: 
1 .  by applying for and receiving an immigrant visa at a U.S. consulate abroad and entering 
with that visa, or 
2.  by entering the U.S .  as a nonimmigrant, as a refugee, or without permission to enter and 
later becoming eligible for permanent residency. Becoming a permanent resident while 
already in the U.S. is called "adjustment of status."  
V. Removal of Non-Citizens from the United States ("Deportation") 
A. Removal : The agency that handles admission and removal of non-citizens in the U.S. is the INS. 
To remove (or "deport") someone, the INS initiates removal proceedings by filing charges against 
the non-citizen with the Executive Office for Immigration Review (the Immigration Court). Recent 
changes to immigration law have greatly expanded the grounds for removal of non-citizens. 
B .  Expedited Removal : When the INS prevents someone from entering the U.S.  at the port of entry, 
the person may be turned back or ordered removed by the immigration officer. Immigration law 
provides for "expedited removal" in many cases, which may mean that no court proceedings are 
available. Persons subject to expedited removal who express fear of return to their home country are 
detained while a determination is made as to whether they have "credible fear" of such return and 
therefore will be permitted to file for asylum in the U.S. 
C. Detention: Under the new law, the INS is detaining increasing numbers of non-citizens during their 
removal proceedings. Since there is no INS detention facility in Minnesota, non-citizens are 
detained in county jails throughout Minnesota, Wisconsin, and the Dakotas. 
VI. Becoming a U.S. Citizen ("Naturalizing") 
Once an individual has been a permanent resident for five years, he or she may "naturalize," or become a 
U.S. citizen, by ( 1)  passing tests on English language and American history (unless some waiver applies), 
and (2) showing that he or she is of "good moral character." 
Naturalized citizens are full U.S. citizens, enjoying the same rights and responsibilities as persons who were 
born in the'U.S. or who derived citizenship through their parents. 
Prepared by: 
The B.l .AS. Project (Building lmmigran\wareness and Support) of 
Minnesota Advocates for Human Rights, September 2000 
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HUMAN RIGHTS WEB RESOURCES 
Local Minnesota Organizations 
Center for Victims of Torture -- www .cvt.org 
The Center for Victims of Torture was founded to provide direct care to survivors of politically motivated 
torture and members of their families. This site offers information about the organization and its training 
programs, resources for clients, and statistical data and research concerning victims of torture. 
Institute for Global Studies, University of Minnesota - http://igs.cla.umn.edu 
The Institute fosters interdisciplinary faculty and graduate student research on global/international themes, 
organizes interdisciplinary faculty seminars, serves as coordinating unit for a range of campus centers and 
programs focused on global issues, and houses an undergraduate Global Studies major. 
Minnesota Advocates for Human Rights -- www .mnadvocates.org 
There are a wealth of human rights education resources at this site, with resources guides, human rights 
lessons and curriculum organized by special topics as well as grade levels. Information on human rights 
education methodologies, and annotated bibliographies are also posted here. The site includes a human 
rights education directory with contact info for various human rights organizations, and links to other 
human rights education sites. 
Minnesota Alliance of Peacemakers -- www .mapm.org 
The Minnesota Alliance of Peacemakers is a conglomeration of organizations working for peace. The 
purpose of the Alliance is to provide a vehicle through which organizations devoted to the causes of peace 
and justice can pool their resources, insights, ideas and strategies to promote common goals. This website 
includes their mission statement and information on their activities. 
Minnesota International Center - http://www .micglobe.org 
The Minnesota International Center increases and strengthens international exchange and understanding 
between Minnesotans and the world. They offer activities such as th� World Affairs forums, a professional 
exchange program, the futemational Classroom Connection Program, and Great Decisions discussion 
groups. 
National Youth Leadership Council -- www.nylc.org 
This site offers information about service learning. It includes information on different youth project 
opportunities and training institutes as well as ordering information for materials pertaining to service 
learning. 
Resource Center of the Americas -- www .americas.org 
This comprehensive site offers current human rights information on countries in the Americas. It includes 
opportunities for action, open forums, education materials, and numerous other materials pertaining to 
human rights in the Americas. 
United Nations Association of Minnesota -- www.unamn.org 
The United Nations Association ofMinnesota (UNA-lvIN) is . a non-profit grass roots organization located in 
Minneapolis I St. Paul that works on a local and regional level to promote the principles and goals of the 
United Nations. This site offers information about the organization as well as ordering information for 
educational materials that address human rights issues. 
University of Minnesota l(uman Rights Library -- www.umn.edu/humanrts . 
This well-maintained site contains over 90 of the most important international human rights documents and 
many useful links to human rights organizations and documents. fu addition to the International Bill of 
Rights, it includes the United Nations treaties on the rights ofwomen, children, indigenous peoples, 
refugees, and asylum seekers, and on slavery. 
University of Minnesota Human Rights Resource Center -- www .hrusa.org 
The Human Rights USA website includes areas for human rights education, communication, and action. 
The text of Human Rights Here and Now, an educational resource for community and classroom 
communi.ty education is found here. Online bibliographies and research guides, newsletters, and human 
rights documents are also posted. The site includes ordering information for educational materials for the 
Human Rights Resource Center. 
World Citizen, Inc - http://www.b1oomington.k l 2 .rnn.us/peacesite/the peacesite.html 
World Citizen, Inc. works to promote Global Education and World Citizenship concepts in school, 
churches, synagogues and other religious groups.  It emphasizes Human Family Concepts, non-violent 
conflict resolution, population stabilization, human rights for all, a healthy/sustainable ecosystem, and a 
reformed, strengthened United Nations. 
National Human Rights Organizations 
Amnesty International USA -- www .amnesty-usa.org 
This site includes news releases, the Amnesty Action newsletter, regional office addresses, and links to U.S. 
local groups' sites. Current actions and appeals for letter writing, along with a guide to letter-writing, are 
available, as is information about starting a student group. Information about AIUSA's current campaigns 
can be found here, as well as information about the Freedom Writers, Urgent Action, Government Action, 
Children's Rights, and Women's Rights Networks. 
Center for Economic and Social Rights -- www .cesr.org 
Center for Economic and Social Rights is an organization that challenges economic injustice as a violation 
of international human rights law. This site includes information on their projects both domestically and 
abroad and articles on human rights violations. There are also other resources such as information and 
analysis on the attacks of September 1 1 th. 
Center for Sustainable Hum an Rights Action -- www .ceshra.org 
Center for Sustainable Human Rights Action was created to address challenges faced by human rights 
organizations and offer strategies for long-term effectiveness and organizational sustainability. The site 
includes ordering information for their publications on human rights, education, and institution building. 
Human Rights Education Associates -- www.hrea.org 
The main mission of Human Rights Education Associates is to support .efforts aimed at introducing human 
rights concepts and values into educational curricula and teaching and training practices. 1bis site highlights 
key events that are happening in the human rights world. It also has a resource center with links to other 
organizations and a library with over I 000 full-text guides, cnnicula, textbooks and other documents that 
can be used for education in human rights: 
National. Center for Human Rights Education -- www.nchre.org 
The National Center for Human Rights Education provides educational programs to help individuals 
appraise their efforts in the context of the global human rights standards. They offer access to fact sheets, 
perspective papers, and UN human rights documents. The site also offers links to other organizations in the 
field. 
Universal Declaration of Human Rights at the Franklin and Eleanor Roosevelt Institute -- www.udhr.org 
1bis site gives the full text of the UN Declaration of Human Rights as well as a brief history. It also gives 
background information for many of the articles of the UNDHR and suggests ideas for activism. 
U.S. Institute of Peace -- www.usip.org 
The United States Institute of Peace is an independent, nonpartisan federal institution created and funded by 
Congress to strengthen the nation's capacity to promote the peaceful resolution of international conflict. 
The site gives information about, publications and other resources, programs, and fellowships.  It also 
provides information on their training and education programs, including some teaching materials 
Wild/or Human Rights -- www. ildforhumanrights.org 
WILD is an organization that educates community organizations and individuals on international human 
rights standards particularly those that affect women. The website offers links that pertain to human rights 
advocacy, education, and women's issues. There is also ordering information for inexpensive publications. 
Youth in Action Network -- www .mightvmedia.com/youth 
This site contains background information and links on human rights and environmental issues. Their 
"Communicate" section allows real-time discussions about selected topics, and provides an online forum 
where participants can post their thoughts and questions on human rights issues. Tools for taking action are 
posted, including how-to info on writing letters, making petitions, contacting legislators, and raising funds 
Global Human Rights Organizations 
Amnesty International -- www.amnesty.org 
This is the site of Amnesty's  International Secretariat in London. It includes a library of many of Al's 
current publications, including Amnesty' s annual report, country reports, news releases, and international 
campaign materials. The site also maintains links to Amnesty sections and groups around the world. 
activities and information geared for students. 
Derechos - www .derechos.org 
This site contains information on specific prisoner cases, letter-writing actions, mailing lists, and human 
rights organizations, mainly but not exclusively focusing on Spanish-speaking countries in the Americas . 
fuformation is in both English and Spanish. 
Diana: An International Human Rights Database: -- www .yale.edu/lawweb/avalon/diana/index.html 
Diana is a j oint project of several schools, it brings together different sites and each site contains a unique 
archive of human rights information. The site has links to other human rights sites on the Internet. 
Human Rights Internet -- www.hri .ca.org 
This site, based in Canada, contains listings of resources, funding sources for projects, human rights 
background information and documents, and human rights education materials. They have listings of 
human rights seminars, internships, courses, and schools offering human-rights related programs. Also 
included are syllabi of human rights courses taught around the world at post-secondary institutions. There 
also is a Rights Talk Forum, and a Youth Centre, with 
Human Rights Watch -- www.hrw.org 
Human Rights Watch is a news site that investigates and exposes human rights violations across the globe. 
It organizes them by both subject matter and geographical area an provides up-to-date information. 
Inter-American Commission on Human Rights -- www .oas.org 
The futer-American Commission on.Human Rights is an organ of The. Organization of American States, an 
international established to promote peace in the Americas. The site contains general information, news, 
and documents put out by the OAS. 
Office of the High Commissioner for Refugees -- www .unhcr.ch 
fu addition to information on current UNHCR operations, this includes a section for teachers that provides 
an up-to-date list of teaching resources - curricula and videos - some of which are available for free. 
Detailed lesson plans in the areas of art, history, geography, civic education, and language and literature for 
three age groupings. 
People's Decade of Human Rights Education -- www.pdhre.org 
This site provides an extensive collection of materials for human rights education. It includes but is not 
limited to information on tl�e effects of globalization and trade, activities for learning and reflecting on 
human rights, and helpful materials divided by issue area for use in human rights education. 
UNESCO Human Rights -- www.unesco.org/human rights/index.htm 
This is the site for the United Nations Educational, Social, and Cultural Organization. It contains general 
information about the organization, a database of training institutes, and online publications that address 
human rights issues. 
UNICEF - - www.unicef.org 
The site has information about the organization and its activities. There are some online publications 
available as well as statistical information. Of particular interest to human rights educators are 
www.unicef.org/teachers and www.unicef.org/voy, which contain educational resources. 
United Nations Home Page -- www.un.org 
This comprehensive site contains information in 6 languages about the UN and its bodies. There are 
extensive online materials pertaining to issues such as economic and social development, human rights, 
humanitarian affairs, and peace and security. 
Universal Rights Network -- www.universalrights.net 
The Universal Rights Network is a meeting place for the peoples of the world to share their stories of the 
importance of universal human rights and fundamental freedoms to all. The site includes personal triumph 
stories, educational student activity ideas, news, links and profiles of human rights organizations. 
Curriculum Sites 
''All Different, All Equal"-- http://www.hrea.org/erc/Library/secondary/different-equal-en.pdf 
This human rights curriculum was put out by the Council of Europe in 1 995 . It addresses intolerance and 
racism, and includes tips for building youth involvement in promoting human rights and democracy. 
CNN Student News -- fyi.cnn.com/fyi/index.html 
CNN Student News provides news resources for students and educators. The site also includes lesson plans 
related to many of the news stories. Other sites to try are fyi.cnn.com/200 l /fyi/lesson.plans, or 
fyi.cnn.com/2002/fyi/lesson.plans. They are ftp sites that contain past lesson plans. 
Death Penal.ty Curricula for High School -- www .deathpenaltyinfo.msu.edu 
This site and its accompanying materials are designed to assist both teachers and students in an exploration 
of capital punishment, presenting argwnents for and against its use, as well as issues of ethics and justice 
that surround it. The site has many online interactive resources and lesson plans can also be requested from 
the organization. 
Fields of Hope -- http://www.fieldsofbope.org/teachers/teachersguide.doc 
These lessons are intended to enhance students' knowledge and understanding of child labor issues 
internationally, to develop skills in organizing and using the information contained in the Fields of Hope 
web site and other sites devoted to child labor, and to foster attitudes of social responsibility. 
Human Rights Education Series -- http://www .hrusa.org/hrmaterials/hreduseries/default.shtm 
This online curriculum series, published by the Human Rights Resource Center at the U of ivIN, consists of 
"Hwnan Rights: Here and Now" as well as four topic books on specific issues. 
Ox/am America -- www.oxfamamerica.org/education 
The Oxfam America Education site provides educational games, classroom activities, event ideas, videos 
and links to online resources about grassroots development around the world. 
PBS Lesson Plans on Human Rights -- www.pbs.org/americaresponds/educators.html 
There are lesson plans for all ages covered in this site. They are centered on topics such as the war in 
Afghanistan, terrorism, tolerance, and cultural understanding. 
UDHR Articles and Case Studies -www .bbc.co. uk/worldservice/people/features/ihavearightto/ 
This site outlines the rights put forth in the Universal Declaration of Human Rights. Each article of the 
Declaration is matched with a real-life example. Also included on the site are discussions of a few select 
human rights issues. 
United Nations Global Teaching and Learning Project -- www.cyberschoolbus.un.org 
The United Nations Cyber School Bus supplies an abundance of curricular materials on such topics as 
hwnan rights, health, the environment, and women' s  and indigenous rights. There are also other resources 
available including UN information, calendar of events, and news. 
( 
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FILMS THAT ADDRESS HUMAN RIGHTS ISSUES 
Children's Rights 
Central Station (f) 
Child Soldier* 
Children Underground* 
The Color of Paradise (f) 
Diary of Anne Frank 
Pixote (f) 
Salaam Bombay (f) 
Streetwise* 
Stolen Children ( f) 
A Time of Drunken Horses (f) 
Civil Rights 
America's Civil Rights Movement (T) 
Citizenship: Would You Pass? (C) 
Death Penalty 
Dan iel 
Dead Man Walking 
The Green Mile 
In Cold Blood 
Monster's Bal l  
The Next Step (A) 
Paths of Glory 
A Short Film about Kil l ing (f) 
The Thin Blue Line* 
Disappearances 
Missing 
The Officia I Story ( f) 
Political Killings and 
Disappearances (A) 
Where is Miguel? (P)* 
Economic and Labor Rights 
American Family 
Bicycle Thief 
Bread and Roses 
Downsize This 
Germinal (f) 
The Grapes of Wrath 
Human Resources (f) 
La Ciudad 
Life and Debt* 
Love and Diane* 
Matewan 
Modern Times 
Norma Rae 
Profit and Nothing But! * 
Roger and Me 
Salt of the Earth 
Extra-Judicial Killing 
Cry Freedom 
Hotel Terminus (f)* 
The Oxbow Incident 
Romero 
Gender and Sexual Preference 
The Circle (f) 
Daughters of the Dust 
The Day I Became a Woman (f) 
Just Before Nightfall (f) 
Kiss of the Spider Woman 
The Life and Times of Harvey Milk 
Twilight of the Golds 
General Rights Violations 
1984 
Beyond Rangoon 
Israel & the Occupied Territories 
(A) 
A Memory of Justice* 
Salvador 
School of the Assassins* 
THX1 1 38 
A World Apart 
The Year of Living Dangerously 
Yol (f) 
z 
Genocide 
Ararat (f) 
Forsaken Cries: The Story of 
Rwanda (A) 
The Ki l l ing Fields 
Korczak (f) 
The Music Box 
Night and Fog (f)*(H) 
The Pawnbroker 
Playing for Time 
Schindler's List (H) 
Shoah* (H)  
Welcome to  Sarajevo 
[Untitled], Seth Kramer (H)  (I) 
Globalization 
The Big One 
Commanding Heights: The Battle for 
the World Economy (I) (P) 
Human Rights 
UDHR animated video (A) 
Indigenous Peoples 
A Burning Season 
Dances with Wolves 
I ncident at Ogla la* 
The Mission 
Powwow Highway 
Smoke Signals 
Minority Rights 
Amista9 
Four  Little Gir ls* 
Gentlemen's Ag reement 
G hosts of M ississi ppi 
Ma lcolm X 
Sri Lanka : A Nation i n  
Anguish (A) 
To Kill a Mockingbird 
Who Kil led Vincent Chin?(P)* 
Refugees 
Baran (f) 
Bo l ivia (f) 
Energy of a Nation : I m m igrants i n  
America ( M ) *  
Lamerica ( f) 
El Norte 
To Be a Refugee ( U ) 
To Feel at Home ( U ) 
The Truce (f) 
A Wel l-Founded Fear ( P ) "'  
Tolerance 
Ca rly ( U )  
S hadow o f  Hate (T) 
Torture 
The Battle of Algiers ( f) 
Death and the Maiden 
In the Name of the Father 
Shadowlands 
State of Siege ( f) 
Torture in the 80's (A) 
(f) - foreign film 
* - documentary 
(A) - available for sale from Amnesty Int'/ USA; www.amnestyusa. orq 
(C} - available for sale from the Center for Democracy and Citizenship; www.publicwork. orq 
(H) - available for loan from the Center for Holocaust and Genoode Studies, U of MN 
(I) - available for loan from the Institute for Global Studies 
(M) - available for sale from Minnesota Advocates for Human Rights 
(P} - available for sale from PBS; http://pbsvideodp.obs. org 
(T} - available free of charge from Teaching Tolerance; www. tolerance. org 
(U) - available free of charge from UNHCR; www.unchr.ch 
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The Universal 
Declaration 
of Human Rights 
Whereas recogn i t ion of the in he rent 
d ign ity and of the equal and i nal ien­
ab le rights of a l l  members of the 
human family is the foundation of 
freedom , justice and peace in the 
world , 
Whereas dis regard and contempt for 
h uman rights have resulted in  barba­
rous acts which have outraged the 
conscienc e  of manki nd, and the 
advent of a world in which human 
beings shall e njoy freedom of speech 
and bel ief and freedom from fear and 
want has been procla imed as the 
h ighest aspiration of the common 
peop le , 
Whereas it is essential , if man is not 
to be compelled to have recourse,  as 
a last resort, to rebe l l ion against 
tyranny and oppression, that human 
rights s hould be p rotected by the rule 
of law, 
Whereas it is essential to promote 
the deve lopment of friendly re lations 
between nations 
Whereas the peoples of the United 
Nations have in the Charter reaf· 
f irmed their faith in fundamental 
h u man rights, in the dignity and wort h  
of t h e  h uman person and in  t h e  equal 
rights of men and women and have 
determined to promote social  
p rogress and better standards of life 
in larger freed om , 
Whereas Me mber States have 
pledged the mselves to achieve, in co­
ope ration with the United Nations. the 
promotion of un iversal respect for 
and observance of human rights and 
funda me ntal freedoms ,  
Whereas a common understanding 
of these rights and freed oms is of the 
greatest importance for the ful l  
realization of this pledge, 
4 Fall 1997 
Now, therefore,  the General Assem­
bly proclaims this Universal 
Declaration of Human Rights as a 
common standard of ach ievement 
for all peop les and all nations. to the 
end that every individual and every 
organ of society, keeping this Decla­
ration constant ly in mind. shall  strive 
by teaching and education to pro­
mote respect for these rights and 
freedoms and by progressive mea­
sures, national a nd international, to 
secure the i r  universal and effective 
recognition and o bservance, both 
among the peop les of M ember 
States themselves and among the 
peoples of  territories under their 
jurisdiction . 
Article 1 .  All human beings are born 
tree and equal in dignity and rights .  
They are e ndowed with reason and 
conscience and s hould act towards 
one another in a spirit of brother­
hood. 
Article 2. Everyone is entitled to all 
the rights and freedoms set forth in 
this Declaration, without distinction of 
any kind, such as race, color, sex, 
language , re lig ion , po l itical or other 
opinion, national or social orig in ,  
property, b irth or other status. Fur­
thermore, no distinction shall be 
made o n  the basis of the pol itica l , 
jurisdictiona l o r  internationa l status of 
the country or territory to which a 
person be longs , whether it be i nde­
pendent, trust. non-self-govern ing or 
under any other l imitation of sever· 
eignty. 
Article 3. Everyone has the right to 
l ife, l iberty and s ecurity of person.  
Article 4. No one shal l  be held in 
s lavery or servitude: slavery and the 
s lave trade shal l  be prohibited i n  al l  
their forms. 
Article 5. No one shall be subjected 
to torture or to cruel, inhuman o r  
degrading tre atment o r  punishment. 
Article 6. Everyone has the right to 
recogn ition everywhere as a person 
before the law. 
Article 7. Al l are equal before the 
law and are entitled without any 
d iscrim ina tion to equa l protection of  
the law. Al l  a re e ntitled to equal 
protection against any discrimination 
in v io lation of this Declaration and 
agains t  any incitement to such 
d iscrimination. 
Article 8. Everyone has the right to 
an effec tive remedy by the compe­
tent national t ribunals for acts 
vio lating the fundamental rights 
granted h im by the constitution or by 
law. 
Ar::ticle 9. No one shall  be s ubjected 
to arbitrary arrest, detention or exile .  
A rticle 1 0. Everyone is entitled in fu l l  
equa l ity to a fair and publ ic hearing 
by an independent and impartial 
tri bunal,  i n  the determination of his 
rights and ob l igations and of any 
criminal charge against him.  
Article 1 1 . ( 1 ) Everyone charg�d 
with a penal offense has the right to 
be presumed innocent  un ti l proved 
gui lty according to law in  a public t rial  
at which he has had all the 
guarantees necessary for his de· 
fence. (2) No one shall  be he ld gui lty 
of any penal offense on account of 
any act or omission which did not 
constitute a penal offense, under 
national or  international  law at the 
t ime when it was comm itted . N or 
shal l  a heavier penalty be imposed 
than the one that was applicable at 
the t ime the penal offense was 
comm itted . 
Article 1 2. No one shall  be subjected 
to arbitrary interference with his 
p rivacy. family, home o r  correspon­
dence, nor to attacks u pon his honor 
· and reputation. Everyone has the 
right to the protection of  the law 
against such interference or  attacks. 
Article 1 3 .  { 1 ) Everyone has the right 
to freedom of moveme nt and resi­
dence within the borders of each 
State. (2) Everyone has the right to 
leave any country, incl ud ing his· own, 
and to return to his country. 
Article 1 4. ( 1 ) Everyone has the 
right to seek and to e njoy in other 
countries asylum from persecution . 
(2) This right may not  b e  invoked in  
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the case of prosecution genuinely 
arising from non-pol itical crimes or 
from acts contrary to the purposes 
and principles of the United Nations .  
Article 1 5. ( 1 ) Everyone has the rig ht 
to a nationality. (2) No one shall be 
a rbitra ri ly deprived of his nationality 
nor deni ed the right to change his 
nationality. 
Article 1 6. (1 ) Men and women of ful l  
age. without any l imitation due to 
race, nationality or rel igion ,  have the 
right to marry and to found a family. 
They a re entitled to equal rights as to 
marriage, during marriage and at its 
dissolution. (2) Marriage shall be 
entered into only with the free and fuH 
consent of the intending s pouses. (3) 
The fam ily is the natural and funda­
mental g roup unit of society and is 
entitled to protection by society and 
the State. 
Article 1 7. ( 1 ) Everyone has the right 
to own property alone as well as in  
association with others. (2)  No one 
shal l  be arbitrarily deprived of his 
property. 
Article 1 8. Everyone has the right to 
freedom of thought, conscience and 
religion;  this right includes freedom to 
change h is religion or belief, and 
freedom, e ither alone or in commu­
nity with others and in public or 
private. to manifest his religion or 
belief in teaching, practice, worship 
and observance. 
Article 1 9. Everyone has the right to 
freedom of opinion and expression: 
this right includes freedom to hold 
opinions without interterence and to 
seek, receive and i mpart information 
and ideas through any media and 
regardless of frontiers. 
Article 20. ( 1 )  Everyone has the right 
to freedom of peaceful assembly and 
association. (2) No one may be 
compelled to belong to an associa­
tion. 
Article 21 . (1 ) Everyone has the right 
to take part in the government of his' 
country, directly or through freely 
chosen representatives. (2) Everyone 
has the right of equal access to public 
service in his country. (3) The will of the 
people shall be the basis of the 
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authority of government; this will shall 
be expressed in period ic and genuine 
elections which shall be by univ�rsaf 
and equal s uffrage and shall be held by 
secret vote or by equivalent free 
voting procedures. 
Article 22. Everyone, as a member 
of society. has the right to social 
security and is entitled to realization,  
through national effort and interna­
tional co-operation and in accordance 
with the organization and resources 
of each State, of the economic, social 
and cultural rights indispensable for 
his dignity and the free development 
of his personality. 
Article 23. (1 ) Everyone has the right 
to work, to free choice of employ­
ment, to just and favorable conditions 
of work and to pr�tection against 
unemployment (2) Everyone, without ' 
any discrimination, has the right to 
equal pay for equal work. (3) Every­
o ne who works has the right to just · 
and favorable remuneration ensuring 
for himself and his family an exist­
e nce worthy of human dignity, and 
s upplemented, if necessary, by other 
means of social protection. (4) 
Everyone has the right to form and to 
join trade unions for the protection of 
his interests. 
Article 24. Everyone has the right to 
rest and leisure, including reasonable 
l imitation of working hours and 
periodic holidays with pay. 
Article 25. (1 ) Everyone has the 
right to a standard of living adequate 
for the health and well-being of 
h imself and of his family, including 
food, clothing. housing and medical 
care and necessary social services, 
and the right to security in the event 
of unemployment, sickness, disabil­
ity, widowhood, old age or other lack 
of l ivelihood in circumstances 
beyond his control . (2) Motherhood 
and childhood are entitled to special 
care and assistance. All children , 
whether born in or out of wedlock, 
shall enjoy the same social protection. 
Article 26. (1 ) Everyone has the 
right to education. Education shall  be 
free, at least in the elementary and 
fundamental stages . Elementary 
education shall be compulsory. 
Technical and professional education s�all be made generally avai lable and hrgher �ducation shall be equaffy accessible to alt on the basis of merit. (2) Education shall be directed to the 
f ult development of the human , 
personality and to the strengthening ( 
of respect for human rights and 
fundamental freedoms. It shall 
promote understanding, tolerance 
and friendship among all nations, 
racial or religious groups, and shall 
further the activities of the United 
Nations for the maintenance of 
peace. (3) Parents have a prior right 
to choose the kind of education that 
shall be given to their children. 
Article 27. (1 ) Everyone has the 
right freely to participate in the 
cultural l ife of the community, to 
enjoy the arts and to share in scien-
. tific advancement and its benefits. 
(2) Everyone has the right to the 
protection of the moral and material 
interests resulting from any sci_entific, 
· literary or artistic production of which 
. he is the author. 
Article 28. Everyone is entitled to a 
social and international order in which 
the rights and freedoms set forth in 
this Declaration can be fully realized. ( 
Article 29. (1 ) Everyone has duties 
to the community in which alone the 
free and full development of his 
personality is possible. (2) In the 
exercise of his rights and freedoms,  
everyone shall be subject only to such 
limitations as are determined by law 
solely for the purpose of securing due 
recognition and respect for the rights 
. and freedoms of others and of meeting 
the just requirements of morality, public 
order and the general welfare in a 
democratic society. (3) These rights 
and freedoms may in no case be 
exercised contrary to the purposes 
and principles of the United Nations . 
Article 30. Nothing in this Declara­
tion may be interpreted as implying 
for any State, group or person any 
right to engage in any activity or to 
perform any act aimed at  the de­
struction of any of the rights and 
freedoms set forth herein. 
Adopted by the United NationS General Assembly. 
December 10, 1948. 
Fall 1997 5 
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"IMMIGRANT QUOTIENT" (I. Q.) TEST 
I.  Match the numbers with the reason� why people are legally admitted to the U.S. 
__ I .Family reunification a. 1 5 % 
__ 2 .Work (legally) b .  70% 
3 .Freedom c .  1 5 %  
Name one difference between a n  immigrant and a refugee. �----------� 
What criteria must you meet to fit the definition of "refugee" .  __________ _ 
I I .  Please circle your answer for questions 1-7. 
1 .  What is the percentage of yearly migrants 
worldwide who immigrate to the U.S. ? 
a. 
b. 
c .  
1 %  
1 1 % 
3 0%. 
2. Immigrants pay more in taxes than they receive 
in benefits. 
a. True 
b. False 
3. More i mmigrants come to the U.S.  legally than 
i l legal ly. 
a. 
b. 
True 
False 
4. Undocumented ( i l legal) immigrants constitute 
what percent of the total U.S.  population? 
a. 2% 
b .  1 0% 
c. 3 0% 
·s . What percentage of imm igrants support 
themselves or are supported by fam i ly mem bers? 
a. 
b 
c. 
less than 3 0% 
about 5 0  % 
more than 90% 
6 .  Of over 20 m i l l ion refugees world-wide, 
approximately how many are resettled each year in  
the U.S.?  
a.  
b .  
c .  
70,000 
540,000 
1 million 
7. Immigrants currently constitute a bigger 
proportion of the total U.S. population than ever 
before in history. 
a. 
b . .  
True 
False 
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SCHOOL QUESTIONNAIRE: Human Rights Issues 
1. Your classroom 
a. Subject(s) ----------
b. Aspects of curriculum that involve/relate to human rights (e.g. units or 
lessons about the Holocaust, diversity, respect, the United Nations, civil 
rights movement, the Diary of Anne Frank, art of indigenous peoples, 
etc.) ____________________ _ 
2. Student body 
a .  Existing student groups relevant to huma n rights (e.g . student leadership, 
4-H, rel igious/socia l  justice groups, Amnesty Int'I student group, 
diversity/multicultural organization, or others) _________ _ 
b .  Approximate number of immigrant students _ and their countries of 
origin ------------------------
c. Races/ethnicities represented ---------------
d.  Languages spoken __________________ __ 
e .  Range of economic diversity among students _________ _ 
f. Other factors about students or the surrounding community that highlight 
diversity ______________________ _ 
3. Your school 
a .  Name one or two current issues/chal lenges facing your school o r  your 
students (e.g. hazing, student violence, separation between student 
cliques, sexual harassment, or. others) ------------
b. What are some strategies that you or your col leagues or your students 
have used to combat these issues? --------------
( 
Immigrants in the United States: 
A Patchwork of Stories 
Objective 
Participants will examine the role immigration has played in the history of the United States, 
beginning with stories from their own families. 
Materials 
Video: The Energy of a Nation: Immigrants in America and corresponding handout 
or: Many Faces of Immigration newspaper supplement 
or: an anthology of immigrant stories 
Post-it notes in different colors, or large squares of construction paper 
Overhead with initial instructions (optional) 
Crayons or markers (optional) 
Procedure 
1 .  As participants (students) enter the room, or as a homework assignment the day before, 
give them each a post-it note or square piece of construction paper with the following 
instructions: 
Think about your family. Choose one person who came to the United States from 
somewhere else. (If your family is indigenous to these lands, and no one came from any 
other country, choose someone who may have migrated from another region.) On your 
paper, include the following: 
A. the name of the person 
B. the country or region from which s/he came 
C. his/her year of arrival in the US. (or approximate year) 
D. a symbol that depicts his/her story in some way 
When you have completed your square, place it on the large poster in the front of the 
room. 
2 .  Watch the video and complete the corresponding handout, and/or read about different 
immigrants' personal stories. 
3 .  Discussion or written evaluation: compare and contrast the experiences of your ancestor 
with the people in the video of stories. (With students, consider using Venn diagrams or 
some other sort of graphic organizer.) 
Evaluation 
In the discussion, participants will demonstrate and understanding of the different reasons people 
immigrate while relating current stories to those of immigrants throughout history. 
1t!ll 
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Prepared by: 
The B.IA.S. Project (Building Immigrant Awareness and Support) 
Minnesota Advocates for Human Rights , March 2000 
tel 6 1 2.34 1 .3302 • www.mnadvocates.org 
ACTIVITY 2 
A HUMAN RIGHTS TREE 
OVERVIEW 
Participants work cooperatively to create an image that helps to define human 
rights and human needs. 
Time: 30+ minutes 
Materials: Art supplies, chart paper 
Setting:  Elementary school - Adult groups 
Links: 
PROCEDURE 
A good fol low-up or alternative to Activity 1 ,  
Human Beings/Human Rights 
1 .  Ask participants, working in small g roups, to draw a tree on large chart paper. 
• Write o n  the tree ( in the form of leaves, fruits, flowers, or branches) those 
human rights that they think al l people need to l ive in dignity and justice. 
• A human rights tree needs roots to grow and flourish . Give the tree roots 
and label them with the things that make human rights flourish. For example, 
a healthy economy, the rule of law, or universal education. 
2. When drawings are complete, ask each group to present its tree and explain 
its reasons for the items they have included. 
GOING FURTHER 
1 .  Match the fruits , leav�s, and 
branches with articles of the 
Universal Declaration of Human 
Rights and write the number \ \ 
of the article next to each item. � 
2. Display these trees in the 
classroom or in public places. 
3. I dentify rights concerns that are of 
particular concern to you and you r  
community. 
Source: Amnesty International-Austria 
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Use these squares for page ideas. 
Tell Your Story 
Nary told the story of his family, and how he left Cambodia 
because there was a war and starvation. Then he was told 
to "go back" where he came .from, and that hurt his 
feelings. It helped when his classmates understood him 
better. Now he keeps his good memories of Cambodia in a 
photo album. 
Example from Who Belongs Here? 
by Margy Burns Knight, Tilbury House Publishers. 
Page 1.  Explain your life before you came to 
Minnesota. Remember- you have seen and done 
things that many other middle school students have 
not. 
Use at least one picture and as many sentences as 
you need to describe your life to someone who has 
not been there. 
Page 2. Explain why you and your family came to 
Minnesota. 
Use at least one picture and as many sentences as 
you need. 
Page 3. Explain one or more things that you wish 
other people would understand about you. 
Use this page to really teach someone. 
For example, it really hurt Nary' s  feelings· when 
someone told him to "go home," because many of 
his relatives died in Cambodia, and he worked 
hard to belong in the United States .  
Use sentences and a picture. 
Fold a large piece of white paper in half. This will be your book. On the front page, write the title "My Story" 
with your name on it, too. The other sides will be for pages 1 ,2, and 3 .  Mary McKelvey 1 999 Robbinsdale 
OBJECTIVES 
Karla Stone 
Armstrong High School 
Lesson: Unpacking Immigrant Backpacks 
Level: Secondary 
Students will explore reasons people leave their homelands, beginning with their own experience. They will 
explore how these reasons affect the experience of immigrating. 
Students will be able to better articulate the reason they came to America. 
MATERIALS 
Notebook paper 
Butcher paper, cut into various sizes 
Markers 
Teacher created role play scenarios of family members and reasons for leaving homeland 
*Note: You may want to use situations different from those that your students represent; 
Sample Scenarios: 
Family of.five, including an elderly grandparent and an infant, fleeing war in Kosovo on foot. 
Family of three leaving western Eur9pe due to a lucrative job offer in the U.S. Unlimited luggage. 
Family of seven planning to leave Moldova due to fear of religious persecution. Limited number of bags. 
PROCEDURE 
Note: Be sure that al l students in class are comfortable with this activity. New refugees may be unprepared to 
discuss their situation, and may be better off working with another student. 
1 .  On the day before this activity will take place, ask students to make a list of all of the personal belongings 
they brought with them when they left their homeland. Have them reflect on why they brought what they d id, 
and whether it was difficult to decide. This can be journal writing or a separate assignment. 
2. When the students arrive in class the next day, assign them to different situations. Be sure to have a role for 
each student in the class. Allow time for each group to discuss their situation, locate the country on the map, 
and ask questions. 
3 .  Give each "family" a piece o f  butcher paper representing the amount o f  luggage they will b e  able to bring ( with them, based on their situation. 
4.  In a given amount of time (for example, 20 minutes), have each group "pack their bags" by drawing picture of 
or listing the items they would choose to bring with them. Make sure groups fleeing on foot to unknown 
destinations bring with them basic survival items: food, blanket, etc. -
5 .  When groups are finished, they should present their "luggage" to the class, explaining why they chose to 
bring what they did. 
6. To wrap up the activity, ask students to compare their role play situation to their own situation, and discuss. 
Optional : Have students complete a Venn diagram comparing their own situation to that on one of their 
classmates. 
Follow-up Activity: 
I .  As a class, identify the main reasons people leave their homeland (economic, religious, political, etc.). 
2. Divide the class into the same number of groups as the number of reasons you have identified. 
3 .  Assign each group one o f  the reasons, and give them a large piece of butcher paper. Ask them t o  illustrate 
their reason, and list examples. 
4. Each group then presents to the class. 
5. Post reasons around the room, and have students sign their name to the reasons(s) that best fits their own 
situation. 
Objective 
Fleeing For Your Life 
Refugee Role-Play Lesson Plan 
Students will simulate a refugee's experience and by doing so be made aware of the related 
emotional, political, and economic consequences. They will think about refugees as real human 
beings who have something to offer to their new communities. 
Materials 
-Participant identities 
-Copy of role-play scenario (adapted to incorporate students ' own experiences) 
-Paper and markers 
-
-United States map 
Procedure 
*** As the Activity Leader, you should be sensitive to the fact that several of the participants in 
your group may actually be refugees and might have lived through a similar experience. 
PRELIMINARY DISCUSSION 
Individually or as a class, write the word "refugee" in the center of a piece of paper, and have 
students brainstorm what that word means to them. 
PART ONE 
1 .  Give each participant an identity and family group number. (See identities below). 
Stq.dents could select the paper with their identity from a bag at the beginning of the 
activity. 
2. Set up the role-play scenario (see description below). 
3 .  Have the students write down the ten items that they would bring with them, based on 
who their identity is. They have two minutes to decide. They should write it in large 
letters so that they can share their list with others. 
4. For five to ten minutes, convene the family groups (of 3-6 people each). These small 
family units must now decide together what they can bring. Each person can only carry 
three things. All the items recommended from individual lists must be considered, but 
with the interest of the family in mind. Each person should construct a list of the three 
items he or she should carry. The group must take into consideration any elderly, sick, or 
very young people in the group who cannot carry items. 
5. Once the time limit has passed, tell the families they now have to decide whether they 
will flee by foot or escape by boat. They need to think about where they will sleep, find 
food, etc. There are refugee camps in the surrounding states where they can· stay. 
6. Come back together and have each group make a presentation on where they decided to 
go and how they would.get there, and what they decided to bring. 
Discussion questions: 
PART TWO 
-Why did you choose the items you did? Why did you cut other items? 
-Did you choose items based on what you thought you would need and I or what 
would help you remember your life back at home? 
-Do you think you could carry all of them? 
-Where did you decide to flee and why? How long should it take to get there? 
-Who had the most say in the decision-making process? Why was that? 
-How do you feel about what is happening? 
The families have now made it into refugee camps. Explain to the students that in the camps, the 
refugees themselves do a great deal of the work, handling a great many of the day-to-day 
responsibilities. 
1 .  Have each participant make two lists: 
a.) what they think, based on their identity, they can offer to others in the camp. 
b.) what their needs are from the relief workers in the camp. 
2. Discuss with the participants what they can offer. Then discuss what their needs are, and 
whether they think relief workers can help them. 
PART THREE 
Now the year is 2002. After spending two years in the refugee camp, the families have been . 
safely resettled in a "third country"-in this case, Illinois-in the city of Chicago. 
Reassign F amily # I and Family #2. They will now play the role of a family living in Chicago. 
The children of the family attend a small, diverse public school. New refugee families (the other 
families in the role play) have just been resettled in their neighborhood. 
1 .  Families # I  and #2 will play the role of host comm unity. They should outline what they 
would do to welcome the new families. (They should be encouraged to include ideas at 
the individual, school and community level). 
2.  The other families continue to play the role of the refugee. These students should list 
what they would do to work with the school and community and what their school and 
community could do to welcome them and to make their acclimation to Chicago easier. 
3 .  Compare the lists and discuss. 
-Is there anything that might be missing from the list? 
-How difficult or easy would it be for some of their suggestions to happen? 
CONCLUSION 
Look at the brainstorm from the preliminary discussion of what a refugee is. Discuss with 
students how their views of refugees have changed since the beginning of the activity. If there are 
refugee families living in your community, create a plan to implement suggestions that developed ( in this exercise. 
Fleeing For Your Life: Role Play Scenario 
Citizens of the state of Wisconsin, wanting more land for their people, have invaded Minnesota. 
Entering the state through Hudson, the Wisconsinites have taken control of the Capitol Building 
in St. Paul and the police and National Guard throughout the state. There are snipers in the 
skyways and the Mall of America has been blown up. 1-94 and 1-35 have been closed. The 
Wisconsinites have taken over the Metrodome and are using it as a staging ground for their 
troops. You have heard �ors that the invaders are going to be going door to door, and unless 
you can prove that you were born in Wisconsin, you will be arrested and taken to an undisclosed 
location. Fighting has begun in the Twin Cities and is spreading into the suburbs and rural towns 
across the state. You can hear the fighting around your house. Mobs of Wisconsinites are roaming 
the streets and have set fire to your neighbor's house. You realize that you must flee Minnesota 
tonight. You have two hours to pack your belongings. Because all of the roads are blocked, you 
must head toward a refugee camp in North Dakota or Iowa. 
Refugee Identities 
(These can be added to and adapted as necessary) 
Copy and cut these identities into individual strips. Be sure to have one for each student in the 
class. 
Family # 1  Mother, stays at home with children, has skill in sewing and child care 
Family # 1  Father, works as an electrical engineer 
Family # 1 Daughter, 1 8  years old, looking forward to going to college, has a boyfriend 
Family # 1 Son, 1 4  years old, likes to play soccer 
Family # 1  Son, 9 years old, has had health problems and needs constant medication 
Family #2 Mother, works as a doctor, specializes in family medicine 
Family #2 Father, works for "The Star Tribune" as a reporter on business issues, loves to cook 
Family #2 Daughter, 1 2  years old, very studious, loves to read, in a wheelchair 
Family #2 Daughter, 1 6  years old, wants to be an actress 
Family . #2 Daughter, 1 8  years old, computer whiz 
Family #2 Grandmother, 75 years old, not able to walk easily, loves to tell stories 
Family #3 Mother, divorced, works as a city bus driver 
Family #3 Cousin (male), 2 1  years old, college student staying with the family while in school 
Family #3 Son, 1 0  years old, loves to play basketball and play computer games 
Family #3 Son, 6 years old, likes animals 
Family #3 Daughter, 9 months old, cries a lot 
Family #4 Grandmother, 60 years old, teaches grade 5 
Family #4 Grandfather, 65 years old, retired farmer 
Family #4 Grandson, 1 2  years old, parents have died, loves to help his grandfather in the garden 
Family #5 Father, dentist, likes to run 
Family #5 Mother, English professor, also a runner 
Family #5 Daughter, 1 3  years old (twin), good swimmer 
Family #5 Daughter, 1 3  years old (twin), very athletic 
This lesson plan is based on an excerpt from " The Energy of a Nation: Immigrants in A merica, " a 1 7  6-
page curriculum and video packet created in 1997 by the B.l.A.S. Project (Building Immigrant Awareness 
and Support) of Minnesota Advocates for Human Rights. If you would like to order a copy of this exciting 
curriculum packet or would like additional resources on teaching on the complex issue of immigration, 
please contact: · 
· ' 
The B. 1 .AS. Project (Building Immigrant Awareness and Support) 
of Minnesota Advocates for Human Rights 
3 I 0 Fourth Avenue South, Suite I 000; Minneapolis, MN 554 1 5- 1 0 1 2  U.S.A. 
tel (6 1 2) 34 1 -3302 • www.mnadvocates.org 
( 
( 
Immigrant and Refugee Scenarios: An Activity on U.S. Immigration Policy 
The following are five fact situations regarding potential refugees and immigrants to the United States. Please read 
each one carefully. Consider the reasons pro and con for the admittance or refusal of each applicant. 
SITUATION ONE: Hassan Moussavi is a 65-year-old Iranian male. He has been a fundamentalist Moslem his entire 
life. He was a devoted follower of the Ayatollah Khomeini and a proponent of the Islamic revolution. He has never 
been politically active beyond voting, but he is, in general, pleased with the way his country is governed. Mr. 
Moussavi recently became a widower. His son, Ali, is a United States citizen living in Los Angeles. Ali wants his 
father to join him and his family in the United States. Mr. Moussavi has agreed and wishes to move to Los Angeles. 
SITUATION lWO: Maya is a young Moslem woman from Bosnia-Hezegovina, part of the former Yugoslavia. Since 
Yugoslavia was broken up into three separate nations: Bosnia, Croatia and Serbia, terrible ethnic hatred has 
surfaced. The Serbians have been systematically killing Bosnian Moslems since 1 992. Maya lived in a small 
village, which contained a mix of people who had been getting along peacefully for years. But since the war 
started, neighbors and friends have turned against each other and Maya's family. 
About a year after the war started, some Serbians living in Maya's village decided to go on a rampage. 
They came into her home and raped her in front of her husband and small child. Within a few weeks, Maya risked· 
her life and fled Bosnia in the middle of the night. She ended up in a refugee camp in Croatia. In the camp she 
applies for refugee status in the United States. She wants to live there because she has heard there is freedom of 
religion there. 
SITUATION TIIREE: Collin Peterson is a 35-year-old professor of Physics at Oxford University, a world-renowned 
educational institution. Collin has a Ph.D. in Physics and is very well respected in his field. His current salary at 
Oxford is about $40,000 a year. The University of Minnesota has been seeking to improve and expand its physics 
department. They were aware of Collin's reputation and think that he will greatly improve the research and teaching 
capabilities of the physics department. They are willing to pay him $60,000 a year. Collin has considered the offer 
and has agreed to accept--contingent upon being allowed to immigrate to the United States. 
SITUATION FOUR: Joseph is a 1 5  year old from Liberia in West Africa living in a refugee camp in neighboring Ivory 
Coast. In his country, there is great violence from the civil war raging for many years. His uncle and grandfather 
are part of the National Patriotic Front of Liberia (NPFL), which is fighting with the United Liberation Movement 
for Democracy (ULMD), who has now taken over his village. 
In 1 990, one of Joseph's neighbors rushed to tell his mother that the ULMD was hunting his uncle and 
grandfather, and if they found him :frrst, they would kill him. Joseph's mother packed a small sack and told him to 
run. He walked for 12 nights, sleeping in the bush during the day. He finally made it to the Ivory Coast and entered 
a refugee camp. After 3 years there, he still can't track down his family. 
At the camp, Joseph applies for refugee status from the U.S. He has no papers or record from his life in 
Liberia. He has a distant relative in America who is sponsoring his refugee application. 
SITUATION FIVE: The Martinez family is from Cuba. Mr. and Mrs. Martinez have two young children. Because of 
the economic embargo by the United States and other countries, the economy in Cuba has worsened dramatically. 
In addition, since the fall of communism in the Soviet Union, Cuba is no longer receiving substantial subsidies for 
fuel and other necessities. Mr. Martinez has lost his job because of the Communist government's policies. His 
cousin in the United States, who received political asylum five years ago, has written to him that life is good in the 
United States. Mr. and Mrs. Martinez feel t;bey must leave Cuba so that they can feed their family. In addition, one 
of their children is ill and you can't get good medical care in Cuba anymore. 
Mr. Martinez hand made a raft and set out at night 'with his family for the long ride across the Florida Strait 
toward Miami. Just as they see the lights in the distance, they are intercepted at sea by the U.S. Coast Guard. They 
bring them to shor� where the family asks for political asylum. They are released to their cousin and are requested 
to return for an asylum hearing. 
Prepared by: 
The B.1 .A.S. Project (Building Immigrant Awareness and Support) 
Minnesota Advocates for Human Rights, March 2000 
tel 6 1 2.34 1 .3302 • www.mnadvocates.org 
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TEACHER'S NOTES: Results and Reasoning 
Immigrant and Refugee Scenarios: An Activity on U.S. Immigration Policy 
The purpose of this exercise is to expose students to varying immigrant and refugee scenarios. The 
students should be presented the scenarios first with no previous discussion of the actual law. The goal 
is to get their gut intuition about who should be allowed in and who should not. The teacher should 
make a pro/con column for each situation and write down students' thoughts. The class should vote on 
the results. Then the actual results should be presented along with legal reasoning. Discussion should 
center on equities and preferences. 
I. RESULTS 
The following are the likely solutions to the above scenarios. 
SITUATION ONE: Would be allowed to come. As long as he has not committed any crimes against others 
due to their beliefs, the fact that he is a fundamentalist has no bearing. Family reunification is a primary 
policy of immigration laws. A U.S. citizen can usually bring their parents with little hassle. 
SITUATION lWO: The Bosnia woman may or may not have been given refugee status in the U.S. Because 
she is reluctant to provide any details of therapy, it is difficult for hearing officers to ascertain whether 
she is telling the truth. In recent years, the U.S. Departments of State and Immigration have been 
training women hearing officers to interview refugees who have likely been raped. 
SITUATION THREE: Would be allowed to come. The immigration laws provide for people with special 
talents and abilities to immigrate as long as an American business or institution has gotten clearance 
from the Department of Labor. 
SITUATION FOUR: Probably would not have received refugee status because the refugee could not prove 
that he was being threatened personally. But if the hearing officer did research into the town where the 
refugee is from, they may have found verification of the story, or that incidents of murder were 
occurring. 
SITUATION FIVE: Would actually not have received asylum status because they do not meet the definition 
of a refugee. They are not even claiming that they have a well-founded fear of persecution. But this 
refugee would have been allowed to stay in the U.S. because of a special law called the "Cuban 
Adjustment Act." This Act states that virtually any Cuban who makes it to the U.S. shores will be 
allowed to stay because Cuba is Communist and the U.S. has historically fought against Communism. 
To stem the flow of the thousands of Cubans taking to the sea over the past summer, the US government 
agreed to allow another 20,000 Cubans into the U.S. through the Cuban Adjustment Act. 
Prepared by: 
The B. l .A.S. Project (Building Immigrant Awareness and Support) 
Minnesota Advocates for Human Rights, March 2000 
tel 6 1 2.34 1 .3302 • www.mnadvocates.org 
I I .  REASONING: A Brief Overview of U.S. Immigration Policy 
After reviewing the actual results, go back and use the information below to show how these decisions 
are made. The goal is to draw a contrast between the initial intuitive reasoning of the students and the 
actual law. 
There are three basic groups in immigration law: Asylum, Family Preference and Labor. You must qualify 
under one of these categories to gain status in the United States. 
DEFINITION OF A REFUGEE: A person who, because of a well-founded fear of persecution on account of 
race, religion, nationality, membership in a particular social group, or political opinion, are forced to flee 
the country of their nationality and are unwilling or unable to seek the protection of their government. 
Criteria for Refugee or Asylum Status 
1 .  Do they meet the definition of a refugee? 
2. Are they fleeing because of political, religious, or class persecution? 
3 .  Is this persecution well-founded, is it personal? Refugees can't say they heard that some 
people in their particular group have had problems, or that the government doesn't like people 
with their views. There needs to be a specific threat by the government or a group that is well 
known as persecutors of the refugee's specific class of people. 
4. Is their story credible? Are they believable? Are there contradictions in their story? Have 
they applied multiple times before? Is it factually correct? Do you have a gut feeling that they 
are telling the truth? 
FAMILY PREFERENCE: One of the main goals of U.S .  immigration law is to keep families together. To 
that end, relatives of varying degrees are able to sponsor each other to immigrate to the U.S.  The closer 
the family relation, the higher the preference under law. Therefore, parents and children or spouses are 
given higher preference than brothers and sisters. 
LABOR NEEDS OF THE UNITED STATES: Another goal of the U.S. immigration laws is to fulfill the labor 
needs of the U.S. To that end, a potential employer must show the following: 1) They have a specific 
need for an employee, 2) they cannot find a qualified American worker, and 3) the alien they wish to hire 
meets the employment criterion. The employer must be willing to pay the standard wage for the 
occupation, that is, they cannot pay a foreigner less than they would pay an American. Finally, it is 
important to note that people with exceptional talent and abilities are given preference. The more 
education or experience it takes to do the job, the higher the preference given to the alien that has those 
qualifications. Examples can range from senior business executives (many years of experience), nurses 
(shortage of nurses in U.S.), to scientists and professional athletes (talent and abilities). 
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Backgrou nd and Context 
For more than 20 years I have employed a biography project in my 
undergraduate Families and Aging course as a strategy to integrate cou rse 
materials with a series of student i nterviews with elders.  Whi le reading about the 
impact of aging and l ife course development on i nd ividuals and fami l ies students 
are in the field asking questions about ch ildhood , midd le age , and late l ife of 
those who have experienced it d i rectly. During the 20+ yea rs that th is 
assignment has been employed more than one thousand l ife h istories of elders 
have been conducted . From these experiences several lesson s  have been 
learned . Students often do not. know very much about the l ives of elders in their 
own fami l ies or those who l ive in the ir  commun ity. Although many have heard 
stories from parents and grandparents over the years , very few have taken the 
time to hear the l ife story from the beginn ing to the end . In many cases, elders 
have l ived too far away for regu lar  contact or the students were too you ng and 
not able to put together al l  the pieces of a long l ife . Although elders very much 
want to tel l  their stories to an interested young person ,  there are few 
opportun ities to do so and many fear the accusation of l iving i n  the past or 
nostalg ic remin iscence. However ord inary the l ife may appear to be, students 
learn that each l ife h istory is fi l led with d ifficu lt trans itions, d ramatic events , and 
un ique cohort experiences that make a l ife and historical period come al ive . 
After the assignment is  completed students give a copy of the paper they write to 
the elder as a g ift and find themselves having a much closer relationship with the 
person than ever before.  Many students have reported that they continued 
informal interviews after the course was complete or they have gone on to 
interview other fami ly members .  Some have become the family historians.  No 
other assignment that I have developed has had so many positive intended and 
un intended consequences. 
During the 2002-2003 academic year I worked with faculty teaching in  the 
General Col lege (UM)  Command ing Engl ish program at Minneapolis's Ed ison 
H igh School to integrate a l ife history biography project into the jun ior level basic 
writing cou rse. I nstead of writing on a top ic of their  own selection ,  the immigrant 
students who participated in this special ized program were asked to compose a 
l ife h istory of an elder. The idea was to create an assignment that students cared 
deeply about, to help them see themselves more clearly in  the curricu lum,  and to 
offer them a writing chal lenge that would capture the i r  interest and talents. I n  
add ition to helping them learn to write clearly and deeply about a top ic of great 
interest, the assignment was also designed to help them learn more about their 
elders,  fami l ies, and the i r  own ethn icity and to become more knowledgeable 
about the pol itical and social forces that brought them to the U nited States as 
immigrants . Althoug h  this project was focused on immigrant students , this 
assignment can be eas i ly adopted by teachers in  writ ing,  h istory, and other social 
science cou rses and it can be focused on mainstream students who want to 
learn more about ethn icity and d iversity in  the commun ity and their own family's 
h istory. 
The Assign ment 
The b iogra phy project was briefly introduced d u ring the first day of class.· 
Students were told that they would be writing a 20+-page paper in  three stages: 
youth , mid d le age, and old age. Each stage required an interview with an elder 
of their  choosing and a 5-7 page "prewriting" that wou ld be commented upon for 
its content and writ ing by the instructors .  At the end of the cou rse students 
i ntegrated the three "prewritings" and the instructors critiques into the final 
biographica l  paper . .  Before each l ife stage interview, student's analyzed the 
period of l ife and composed their own questions based on the class d iscussion of 
what types of l ife events were typical in the culture from which the elder came. 
To assist students in  conducting the interviews , class lectures ,  handouts,  and 
d iscussion s  were p rovided with tips about interviewing techn iques, tape 
record ing and note taking, and confidentia l ity requ i rements. Most students had 
never conducted a formal interview before this experience or written a research 
paper us ing primary source materials. 
Towards end of the semester the prewritings were integrated into a 
coherent whole .  At th is stage students incorporated feedback from the 
instructors and peers ,  created transitions between l ife stages , developed 
headings and subheading for each d istinct part of the paper, and developed 
visual components to make the paper even more interesting. Some students 
created a fam ily tree graphic; others uti l ized maps to show the places where the 
informant l ived , and some included photographs of the person at each stage of 
the l ife cou rse. At this final stage, students became even more committed to 
making the paper very h igh in  qual ity. They real ized that th is was not just 
another paper to be written for a teacher to get a grade but an act of h istorical 
and personal  s ign ificance not only to themselves but to the family of the 
informant as wel l .  Some students were reluctant to turn in the final version on 
the due date because they wanted to continue to add more, to rewrite sections 
again ,  and to improve its look and feel .  When the papers were final ly tu rned in  a 
celebration was held i n  the school cafeteria with ethn ic foods brought in from the 
several cu ltures rep resented in  the class and a publ ic reading of parts of the 
papers. Students who were previously reluctant to read out loud before their 
peers or other adu lts , stood up proudly to tel l  the stories and struggles of elders 
who l ived d ifficu lt l ives , overcame many hardsh ips , and survived in  making the 
long journey from their native lands to the United States. 
Reflections on the Biography P roject 
From the perspective of the instructors , the assignment and the final 
p roducts produced by the students were wild ly successfu l .  Not only d id students 
compose the longest and most complexly deta i led papers of their l ives but they 
also produ ced a h istorical document that wil l  be valued by the fami l ies of their  
informants for generations. By l inking the paper to the l ives of the i r  fami ly or 
community members ,  students were natural ly brought closer to their  i nformants 
and a sympathetic bond was created that wil l  last beyond the end of the 
semester. By writ ing about someth ing that mattered to them, students became 
committed to the project in ways that surprised them. U ltimately they real ized 
that with enough hard work and rewriting they could construct a powerful paper 
with rich d etai ls that revealed an important chapter in the d iverse l ives of a fami ly, 
a cultural g roup,  or an individual l iving in  their community. 
Students evaluated the assignment and the experiences that 
accompanied it i n  s imi larly positive ways. Every one of the students wrote very 
positively about the biography project. Here are a few selected quotations:  
" . . . . through my l ife h istory project, I came to real ize that the only weapon we 
have is writing for the existence of h istory" 
Somal i  student 
'Th is was a thri l l ing experience for me from the day I began writing u nti l the end 
of the project. . . .  th is  project wi l l  be a treasure to Mr. XXX and also other people 
who wil l  read one day my work . . . . The Somal i  elders are fu l l  of great stories and 
this project gives me confidence that in  the future I wi l l  go and do my own 
interviews because if we don't write thei r  stories they wi l l  be lost and nobody in  
the tutu re wi l l  know it" 
Somal i  student 
" . . .  I took a trip to my grandmother's past and I found out that she overcame 
many hardships such as being responsible at age twelve and when she reached 
puberty she was arranged to marry a man twice her age . . . . This project was one 
of the most successfu l  projects I have done in  my l ifetime because it's a special 
h istory work of someone that is close to me . . .  I wil l  keep it for a l ifetime."  
Somali student 
"The best part in doing this kind of research what that I enjoyed l isten ing to 
stories and other i nteresting facts that happened in h is past . . .  I learned about 
d ifferent cu ltures, trad itions, and values that the elder valued in  his l ife . I t  was 
interesting to l isten to h is point of view about l ife and advices he had g iven for 
future generations after what he has gone through in h is l ife . I a lso learned that 
fam ily togetherness is  an  important factor in h is cu ltu re . "  
Sri Lankan student 
"No one knows about what the elders went through in  their l ives u ntil you hear 
their stories. Elders tell us stories to teach and make a d ifference in  our l ives . 
They teach the young ones about l ife so that they won't make the same mistakes 
they d id . "  
Asian I nd ian  student 
The assignment can be used with immigrant, internationa l ,  and ethnic 
students as wel l  as those from the mainstream. Although not a l l  elders have 
d ramatic escape stories to tel l ,  each l ife has dramatic qual ities , obstacles 
overcome, and un ique historical and cohort experiences that students come to 
care about very deeply as they begin  to u nderstand what those who have l ived a 
long l ife have confronted and overcome. It helps them to see the l ife cou rse, 
h istory, and immigration not just as textbook theories but as a series of real 
chal lenges that sometimes overwhelm but are usual ly overcome. A long l ife has 
many lessons and the elders are a lmost a lways eager to tel l  them to an attentive 
note-taking student who becomes genuinely more interested with each fnterview. 
In addition to benefiting the students , the assignment also benefits the elders in  
ways that are not easi ly measured by the instructor looking in  from the outside. 
We can only rely on the research on  the benefits of remin iscence and l ife review 
and the stories that our students have told us about the importance of this paper, 
not only to bu i ld ing their self-confidence,  but also to the elders who are able to 
contribute to their learn ing .  
( 
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Biography Assignment Prewriting's 
Im portant Note : Be sure to approach the person you interview with respect for 
their l ife and experiences and the importance of confidential ity. A long l ife is fi l led 
with joys and sorrows and the tel l ing of the stories can be both excit ing but also 
cause sadness. Be sure to end the interview with questions that lead to positive 
memories and stories. Don't forget to express your appreciation for their time 
and the g ift of the story they have g iven to you . 
The first prewriting is focused on the early years and ch i ldhood of you r  
informant. Th ink of questions that are related to the fami ly your  informant was 
born into ;  the house where he g rew u p  in ;  h is early memories ; what kids d id for 
fun ;  what responsibi l ities kids had to assume; school years ; d ifferences between 
the ru les for boy and g irl ch i ld ren at that time ; and so on . Does the informant 
have any biographical objects that they have saved from the chi ldhood years that 
they can show you and tel l  you about? Asking good questions and good fol low 
up questions are the keys to great interviews . Be prepared in  advance with your 
questions .  
The second prewriti ng should be even better than the fi rst. The focus is on the 
m iddle years of l ife .  If the person is 50 years old then the midd le years might be 
from approximately age 20 to age 40. If the person is older, then the time period 
might be longer (for example , a 70 year old might define m iddle years as 20 to 
50) .  You have some experience · now with interviewing and writ ing part of the 
biography from you r  notes so use what you learned from the first prewriting to 
improve part two . Be sure to plan ahead and write down the questions you want 
to ask. Before you do the interview, it is a good idea to tel l  the person what you 
want to talk about in the interview so they can prepare .  You might ask them to 
select a biographica l  object from their m iddle years or an important photograph 
from that period of their  l ives . Ask them to describe where they were l iving (the 
place or  places they l ived) and what was going on in the ir  vi l lage, region,  or 
country at that t ime. Get some detai ls by asking probing fol low-up questions .  
What were some of the important events or experiences of  their midd le  years? 
D id they face any serious d ifficu lties , obstacles , or barriers at this time in their  
l ives? How d id they overcome those barriers? Who was in  the persons' family 
du ring these years? How d id the person get married? W hat about chi ldren? 
What was the work they d id? Don't just find out a l ittle b it , get some d etai ls .  
Remember also,  you wi l l  be mainta in ing a portfol io of these pre-writings.  
SO KEEP TH EM.  DON'T THROW TH E M  AWAY. 
Prewriting #3 should be even better than the first two parts . Don't forget to tel l  
the person you are interview.ing some of  the questions you want to ask before the 
interview so they can remember interesting stories or deta i ls .  Don't forget, the 
best writing often paints p ictures for the reader to "see" while they are read ing . 
This means includ ing descriptive detai ls ,  examples, or  stories with a mean ing 
that are told to you .  Explore the mean ing of l ife event and experiences. What 
does it mean to be an elder in their  culture and family? How is it d ifferent from 
the old world to the new? What do you miss the most about the old world and 
what do you l ike the most about the new world? What are you r  hopes for the 
next generation? What have you learned that you want future generations to 
know? What values do you bel ieve are most important for the ch i ldren to 
remember a nd practice in  the future? What does it mean to be a strong family? 
These are a few questions you can ask together with the detai ls of their l ives 
such as where they l ive (d ) in their  later years , what about family, home, 
neighborhood , environment,  and so on . Good luck! This is the most chal lenging 
of al l  the three prewriting's because you are trying to tel l not on ly the events and 
experiences of l ife but also what it a l l  means at this time in l ife . This is hard work 
but worth a lot of effort. 
" I n  the course of the l ife review the older person may reveal .  . .  u nknown qual ities 
of his character and unstated actions of h is past; in return , they may reveal 
heretofore und isclosed or  u nknown truths. H idden themes of great vintage may 
emerge, changing the qual ity of a l ifelong relationship."  
Robert Butler, 1 963 
"He is the happiest man who can see the connection between the end and the 
beginning of l ife . "  
Goethe 
CONFIDENTIALITY CONSENT FORM 
You a_re i nvited to participate in  student research project on the l ife h istory of an 
elder. You were selected as a possible participant because you are a member of 
the student's fami ly, a fami ly friend , or an acquaintance of a friend . Please read 
or have someone read th is form to you and ask any questions you may have 
before agreeing to be in the study. 
Th is research project was assigned to th is student by (name of i nstructor and 
phone number or email address) .  
Backg round Information : 
The purpose of this project is to provide students with a better u nderstanding of 
an  ind ividual 's l ife and fami ly development in the context of h is  or her cu lture and 
h istorical t imes. Students hope to learn about you r  l ife , values ,  and experience 
of growing older. 
Procedu res : 
I f  you agree to participate in  this project, we would ask you to be avai lable for u p  
to three two-hour i nterviews during the next th ree months .  These interviews can 
occur in your home or is some other location that you choose at a t ime that is 
convenient to you .  With you r  permission , a student may request to tape record 
the interviews . 
Risks and Benefits of Bei n g  in  the Study: 
There is a chance that the interview questions or your  responses to them may 
become too personal or sensitive or deal with issues you prefer to keep private. If 
they do, you can a lways choose not to answer a question or stop talking about it. 
Most people enjoy the interviews and find the process of tel l i ng the ir  l ife story to a 
younger person to be a rewarding experience. A copy of the l ife h istory paper 
that the student writes wil l be g iven to you as a thank  you for participating. 
Confidentiality: · 
The information about you r  l ife h istory wi l l  be kept private . Although students 
may discuss the l ife h istory i nterviews in class , you r  name wi l l  not be identified . If 
students tape-record the interviews, they are requ i red to either g ive the tapes to 
you or to erase them when they have completed the assignment. Only the 
course instructor or the teaching assistant wil l  read the final  l ife h istory paper and 
the papers wil l  be shredded within  one week after they are read . The information 
from your  ind ividual  l ife h istory wil l  not be used in  a ny other research project. 
Vol untary N ature of the Study: 
Your decision whether or not to participate will not affect your current or future 
relations with the student who is asking you to participate or with the Univers ity of 
Minnesota . If you decide to participate , you are free to withdraw at any time 
without affecting those relationsh ips.  
Contacts a n d  Questions:  
You may ask any q uestions you have now. The i nstructor for the course who 
gave students th is assignment is If  you have questions later, you 
may contact the instructor at by telephone at r by email at 
You wil l  be g iven a copy of th is form to keep for your  records.  
Statement of Consent: 
I have read the above information .  I have asked q uestions  and have received 
answers .  I consent to participate in the study. 
Signature-------------------- Date 
Signature of Student Researcher ____________ Date 
B iography P roject Evaluation 
Directions:  Please take your time and th ink about you r  answers before writ ing a 
response .  We hope to learn what worked and what can be improved in the 
biography project. You can help by taking time to respond thoughtfu l ly. Please 
number each answer and put all of it on a separate p iece of paper. Typed 
responses if possible are appreciated . Thanks for you r  cooperation . 
1 .  What d id you learn from the biography project about: 
a .  the development of a person's l ife over many years? 
b. culture and ethnicity 
c. the fami ly 
d. writ ing 
e .  yourself 
2. What is a biographical object and why are they important? Describe 
briefly the biographical object you showed the class or could have shown 
the class. 
3. What d id you l i ke about the biography project? Be as specific as possible. 
4 .  What d id you not l ike about the biography project? Specific please. 
5. What do you want the next g roup of students who do the biography project 
to know as they begin the project? 
6 .  How can we improve the b iography project? 
7 .  I f  you r  experience working on the biography project were a book, what 
wou ld be the title? 
8. Anyth ing else you want us to know? 
' 
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Human Rights Here a n d  Now: 
Celebrating the Universal Declaration of Human Rights 
Foundation Volume 
Although it is over 50 years old and the foundation of human rights, most 
Americans remain unaware of the United Nations Universal Declaration of 
Human Rights or UDHR. Human Rights Here and Now: Celebrating the 
Universal Declaration of Human Rights addresses that lack of knowledge. 
Written by a team of educators from Amnesty International' s Human Rights 
Educators' Network, the book is intended for use both by community groups 
and teachers in elementary and secondary schools. It provides background in­
formation, ideas for talcing action, and interactive exercises to help people 
• learn about the human rights guaranteed in the UDHR. 
Price: $15.00 ($5 .00 Shipping and Handling) 
Economic �nd Social Justice: 
A Human Rights Perspective 
Topic Book 1 by David Shimao 
Americans tend to equate human rights with civil and political rights like the 
right to vote and freedom of speech: The Universal Declaration of Human 
Rights, however, goes beyond the rights guaranteed in the U.S. Constitution 
and the Bill of Rights and includes rights such as the right to an adequate 
standard of living; to education; and to food. Economic and Social Justice 
illustrates the indivisibility of international human rights in both global and 
local perspective. Intended for adults and young people, this resource cur­
riculum provides a brief history and explanation of these rights and nine ac­
tivities for further learning as well as action ideas and an appendix of impor­
tant human rights documents. 
Price: $19.95 ($5.00 Shipping and Handling) 
ECONOMIC AND 
SOCIAL JUSTICE 
A Hu11a1 Rights Perspective 
Raising Children with Roots, Rights, and Responsibilities: 
Celebrating the UN Convention on the Rights of the Child 
· 
Topic Book 2 by Lori DuPont, Joanne Foley, and Annette Gagliardi 
This book builds upon the power of the care giver-child relationship to educate · 
about citizenship in a democratic society. The Convention on the Rights of the 
Child provides the basis for twelve interactive sessions for children and adults, 
both together and in separate learning groups. All sessions include experience 
with building trust, respecting rights, and developing responsibility, as well as 
stimulating discussion and creative activities for adults to share with their chil­
dren. More than a curriculum, Raising Children with Roots encourages and 
empowers families to create a culture of human rights within their own homes 
and extending into the greater community. 
Price: $19.95 ($5.00 Shipping and Handling) 
The Human Rights Education Series 
Lesbian, Gay, Bisexual, and Transgender Rights: 
A Human Rights Perspective 
Topic Book 3 by David M. Donahue 
This curriculum furthers thoughtful examination and responsible action about 
sexual identity issues by addressing them in the context of human rights: 
Whether the discussion focuses on human rights abuses around the globe or in 
the local community, Lesbian, Gay, Bisexual., and Transgender Rights: A 
Human Rights Perspective helps students see their responsibility to take action 
to promote human rights and respond to their abuse. LGBT Rights is intended 
for Middle through High School student� and educators. The curriculum is a 
joi�t publication of the Human Rights Resource Center, OUTfront, Amnesty 
International USA's Human Rights Educators Network, and the Gay, Lesbian, 
and Straight Education Network. 
Price: $19 .. 95 ($5.00 Shipping and Handling) 
Effective Practices for Learning, Action, and Change: 
A Human Rights Education Handbook 
Topic Book 4 by Nancy Flowers 
This handbook brings together the theoretical thinking and practical experience 
of educators who are working in many parts of the world to build a culture of 
human rights. It provides working definitions for human rights education and 
outlines goals, audiences, and content for this rapidly growing field. At the 
heart of this manual are practical chapters on the art of facilitation and a 
compendium of effective methodologies for human rights education in both 
formal and informal settings. These chapters are supplemented by documents, 
workshop models, sample activities, and extensive resource lists. Effective 
Practices for Learning, Action, and Change is an ideal resource for commu­
nity leaders, school teachers, and every educator looking to enhance their 
teaching and learning skills in the field of human rights. 
Price: $19.95 ($5 .00 Shipping and Handling) 
Human Rights Education Series can be purchased in a 5 volume set for a reduc�d price of 
;1s.oo ($20.00 Shipping and Handling) 
Jniversal Declaration of Human Rights 
md Convention on the Rights of t�e Child Booklets 
bese small passport-sized booklets are perfect for the classroom, community events, and general human rights outreach. 
The Universal Declaration of Human Rights is an essential document for an education in international human 
rights. Price: $0.20 ($5.00 Shipping and Handling per 200) 
· 
The Convention on the rights of the Child is perfect for introducing children and youth to their 
rights and responsibilities. Price: $0.35 ($7.00 Shipping and Handling per 200) 
Event order Form 
Return this form to: 
The Human Rights Resource Center 
Mondale Hall ,  Suite N 1 20 
229 1 9th Avenue South, 
Minneapol is., MN 5 5455 
Customer Information 
Name & Organization 
Address 
TO ORDER VIA PHON E/FAX: 
Phone: 1 -888-H REDUCS 
O r  (61 2) 626-0041 
FAX: 61 2-625-201 1 
TO ORDER ONLINE GO TO: 
www.hrusa .org OR 
humanrts@umn.·edu 
State Zip 
Name & Date of Event/Conference 
How wil l  you be using your materials? 
� r - · · · - � - · , . , ; · , , · · '" i , ...., . , . L . , . , , , . l ! \., l \ ! . I < .... � � I l I. } [ • \ i I ·� . \ 1 . . ..... 1 .l 1. 
Ri ,L 
. 
Human guts · . 
Resource Center. 
Merchandise Total $ 
*MN �esidents 6.5°/o Sales Tax $ 
TOTAL $ 
Payment Type 
D Cash 
D Check # --------­
D Credit Card Type 
Number ____ ___:_ ___ � 
Expiration Date -------
,t: Tax Exempt N u mber 
HUMAN RIGHTS RESOURCE CENTER 
DISTRIBUTION 2002 
The Human Rights Resource Center is a national clearinghouse for human rights education resour�. training, and advocacy networks. 
It was established in 1 997 to edcation people in the United States about human rights with funding from the Ford Foundation, the Stanley 
Foundation, and other non-profit partnerships. The Resources Center currently distributes more than 75 human rights education 
materials, including The Human Rights Education Series, booklets on the Universal Declaration of Human Rights and the Convention on 
the Rights of the Child, training guides, resource kits, curricula, books, posters, and videos. The Resource Center can be reached 
through our toll-free number (888-HR EDUCB), web-sites (http://www.umn.edu/humanrts and http://www.hrusa.org). Materials can be 
ordered through the toll-free number or by a secured on-line credit card transaction. 
QTY ITEM NUMBER AND TITLE PRICE QTY ITEM N UM BER AND TITLE PRICE 
AFT - Lost Futures VIDEO $ 1 6.00 Human Riohts in a Nutshell $ 25.00 
Al - (A-01 ) Children's Rights $ 5.00 IHRIP - Circle of Rights $ 30.00 
Al - (A-02) Conflict Resolution $ 5.00 In Your Hands $ 1 5.00 
Al - (A-03) Death Penalty $ 5.00 IND (01 ) Penn - Educating for Human Dianitv $ 25.00 
Al - (A-04) Economic Ri!:1hts $ 5.00 IND (02) Penn - Evolution of lnfl HR $ 29.95 
Al - (A-05) Gav and Lesbian Rights $ 5.00 IND (03) Penn - HRE for 21 st Century $ 27.00 
Al - (A--06) Indigenous People's Rts. $ 5.00 IND (04) HH - HR for Children 3-1 2  $ 1 5.00 
Al - (A-07) Religion Race and Ethnicity $ 5.00 IND (05) Anderson - lnfl Human Rts. Law $ 50.00 
Al - (A-08) HR Through Literature $ 5.00 IND (06) Anderson - Supplement $ 1 6.00 
Al - (A-09) TeachinQ Young Children HR $ 5.00 IND (08) SUNY - Taking Suffering Seriously . $ 20.00 
Al - (A-1 0) Women's Rights $ 5.00 IND (09) HH - The Uprooted $ 1 6.00 
Al - (A-1 1 )  Intro. Elementary $ 5.00 IPEDEHP - Apredamos Nuestros Derechos $ 27.00 
Al - (A-1 2) Intro. High School $ 5.00 IPEDEHP - Aprendiendo a Educar $ 28.00 
Al - CA-1 3) Intro. Middle School $ 5.00 IPEDEHP - Carrera al Diagnostico GAME $ 1 6.00 
Al - 02 Colleae Syllabus $ 30.00 IPEDEHP - El Debate GAME $ 1 6.00 
Al - 03 2002 Annual Reoort $ 20.00 IPEDEHP - Lazos de Amistad $ 1 8.00 
Al - 04 CD-ROM $ 1 5.00 IPEDEHP - Modulo Lideres $ 1 0.00 
Al - 05 Our World, Our Rights $ 1 0.00 IPEDEHP - Modulo Maestros $ 1 0.00 
Al -06 UDHR VIDEO $ 25.00 IPEDEHP - T ecnicas Participativas $ 26.00 
CEC - Sustainable Economics $ 25.00 IPEDEHP - Tu Tienes Derechos (Folder) $ 26.00 
CeSHRA-(01 )  Making the Most of Media $ 20.00 IPEDEHP - Tu Tienes Derechos VIDEO $ 20.00 
CeSHRA-(02) HR Institution Building $ 20.00 MAHR - (01 )  Good Things Haooen . . .  $ 1 5.00 
CeSHRA-(03) Generating Local Resouree $ 1 5.00 MAHR - (02) EneraY of a Nation (Curr. + Video) $ . 35.00 
CeSHRA-(04) Practical Strateaies $ 20.00 NAPF - Your Place in the World $ 1 9.95 
CNR - Lona Niaht Journey VIDEO $ 34.95 NECA - (01 ) Beyond Heroes & Holidays $ 27.00 
CS - (01 ) Rainforest Peoples & Places $ 25.00 NECA - (02) - Caribbean Connections $ 1 8.00 
CS - (02) The Chiapas Maya $ 1 5.00 PH - Human Riahts Colorin!'.1 Book $ 3.00 
CTIR - Teachino Human Riahts $ 29.95 PH - Domestic Violence the Facts $ 0.25 
ESR - (01 ) Power of Numbers $ 28.00 RCA - (01 ) Buen Viaje $ 1 4.95 
ESR - (02) Trash Conflicts $ 28.00 RCA - (03) Child Labor Is Not Cheap $ 1 4.95 
FF - (01 )  America Needs HR BOOK $ 1 3.95 RCA - (04) Central American Children-E $ 30.00 
FF - (02)America Needs HR VIDEO $ 1 9.95 RCA - (05) Central American Children-S $ 30.00 
GCP - Comcassionate Rebel $ 24.95 RCA - (06) Many Faces of Mexico $ 39.95 
HREA- (00) HR Education Resource Book $ 1 8.50 RCA - (07) Las Caras (Many Faces Spanish+Suoo. $ 65.00 
HRRC - (00) HR Here and Now $ 1 5.00 SA - (01 ) ·sustainable America Organizer Kit on HR $ 1 0.00 
HRRC - (01 ) Economic and Social Justice $ 1 9.95 UNA - (01 )  Understanding the .UN $ 1 6.95 
HRRC - (02) Raising Children with Roots $ 1 9.95 .UNA - (02) WE: Elementarv Edition $ 1 6.95 
HRRC - (03) LGBT Rights $ 1 9.95 UNA - (03) WE: Middle School Ed. $ 1 6.95 
HRRC - (04) The HRE Handbook $ 1 9.95 UNA - (04) WE: Secondary Edition $ 1 6.95 
HRRC - CRC Booklets $ 0.35 UNA - (05) Understanding Children's Rights .$ 1 6.95 
HRRC - CRC Bookmarks $ 0. 1 0  UNIFEM - Local Action, Global Chanae $ 25.95 
HRRC - UDHR Booklets $ 0.20 VP - Beyond Vietnam: Lessons Unlimited $ 1 5.00 
UDHR Poster $ 3.00 VP - School of the Americas $ 1 5.00 
Human Riahts for All HR Kit Only VP - Voices of Veterans $ 1 5.00 
Human Rights for All - Teacher Manual HR Kit Only WLDI - Women's Human Rights Step by Step $ 27.50 
FREE RESOURCES 
QTY ITEM NUMBER AND TITLE PRICE QTY ITEM N UMBER ANO TITLE I PRICE I 
And Don't Call Me Racist Free UN Come Along with Me I Free I 
Soeak Truth to Power Free 
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SUGGESTED BOOKS FOR GRADES 9-12 CURRICULA ON DIVERSITY AND 
IMMIGRATION 
Andrea Moerer, Humphrey Institute, University of Minnesota, June, 2003 
Below are six suggested titles for books that schools can use to support a diversity 
curriculum in grades 9-12. Each of the titles deals with diversity- among various ethnic 
and immigrant communities. There are three fiction titles and three anthologies, and they 
have in common a shorter length, well-written text, and compelling characters/imagery. 
The books were selected from a larger list of suggested titles for teens. Important 
characteristics for inclusion included the above noted concern with length, quality of 
writing, publication date, peer review, and connection to Faribault demographics. It is 
important to note that no title is able to fully encapsulate all immigrant communities ' 
experiences. The titles chosen represent universal themes through the lens of specific 
communities' experiences. Accompanying each title is a brief review with source noted. 
FICTION: 
Jimenez, Francisco. Breaking Through 
2 0 0 2  YALSA n omi n e e . 
T h i s  s e qu e l  to T h e  C i rcui t f o l l ows t h e  pa t t e rn o f  t h e  comi n g - o f - a ge 
n o v e l . Franc i s c o  and h i s  fam i l y  ob t a i n  vi s a s  that a l l ow t hem to e n t e r  
and s t a y  i n  the Uni t e d S t a t e s  w i t h out f e a r  o f  deport a t i on . L i ke i t s  
he r o , t he b o o k ' s  p a c e  i s  s t e a d y  a n d  de l ib e r at e ,  r e l yi n g  upo n  n a t ura l 
de v e l opment r a t h e r  t han the a t r i c s . For a l l  i t s  r e coun t i ng o f  
dep r i va t i on ,  t h i s  i s  a hop e f u l  b o o k ,  t o l d  wi t h  r e ct i t ude a n d  di gni t y . 
( H o r n  B o o k ,  2 0 0 2  S p r i n g  Revi e w s ) 
Lee, Marie. Finding My Voice 
E l l e n  S ung ' s  s e n i o r  y e a r  at a s ma l l  Minne s o t a  h i gh s ch o o l  b e g i n s  
i na u s p i c i o us l y :  o n  t h e  f i r s t  d a y  o f  s ch o o l  a b l on d  j o c k  ca l l s  h e r  
" ch i n k . "  The yo u n g e r  daught e r  o f  h e r  t o wn ' s  o n l y  Ko r e an-Ame r i c a n  
fam i l y ,  E l l en i s  appar ent l y  u n f ami l i ar wi t h  b i go t r y  and s e em s  
u np r e p a r e d  whe n  o t he r  c l a s smat e s  t a unt h e r  and a t e a c h e r  ma ke s r a c i s t  
j o ke s . B u t  E l l e n  h a s  o t he r  w o rr i e s - fu l f i l l i n g  h e r  f a t h e r ' s  e xp e c t a t i on s  
t h a t  s h e  g e t  i n t o H a rvard, l i ke h e r  p e r f e c t  s i s t e r ;  e a rn i n g  a v a r s i t y  
l e t t e r  f o r  gymn a s t i c s ; wonde r i n g  why T omp e r  S a nde l k i s s e d  h e r  a t  a 
p a r t y  b u t  s t art e d  g o i n g  out w i t h  s omeone e l s e . The a u t h o r ' s  dep i c t i on 
o f  f i r s t - genera t i o n  anx i e t i e s  demo n s t r a t e s  dep t h  and cando r , t wo 
h a l lma r k s o f  t h i s s en s i t i ve n o ve l . 
( - Pub l i s h e r s  Wee k l y ,  Ju l y  6 ,  1 9 92 )  
Na, An. A Step From Heaven 
2 0 0 2  YAL SA nomi n e e . 
Young Ju ' s  paren t s  don ' t  want h e r  t o  be come t o o Ame r i c a n ,  a n d  Young Ju 
i s  a s hamed of t hem . I n  t h i s s t i r r i n g  immi g r a t i on s t o r y , t he p a r t i cu l a r s  
o f  one Ko rean Ame r i can fami l y  s p e a k  t o  un i ve r s a l  con f l i ct s  b e t we e n  home 
and out s i de . E a ch chapt e r  i s  a s t o ry i n  i t s e l f ,  w i t h  a s urpri s e  or 
qu i e t r e ve r s a l . ( B o o kl i s t , January 1 ,  2 0 0 2 ) 
NONFICTION & ANTHOLOGY: 
Gillan, Maria and Jenninfer. Growing Up Ethnic in America 
I n  t he i r  t hi rd e di t o r i a l  c o l l ab o r a t i o n , t he mo t he r - daught e r  G i l l an t e am 
c o l l e c t s  3 5  wi d e - r a n g i n g  l i t e r a r y  v o i c e s  on t h e  t h eme o f  e t hn i c 
ch i l dh o o d  i n  Ame r i ca . The s e  b e a ut i fu l  s t o r i e s  radi a t e  wi t h  t h e 
p o i gnan t , i nge n i o u s  ways young p e op l e  c ome t o  t e rms w i t h  t h e i r  e t hn i c  
i de nt i t i e s , ne g o t i a t i ng t h e i r  fami l i e s , s ch o o l , f r i e n ds a n d  t h e i r  
future s . T h i s  e x emp l a r y  c o l l e c t i on ful f i l l s  t h e e di t o r s ' a ims : t o  open 
di a l ogue a nd e n c o u r a ge t he t e l l i n g  o f  di f f i cul t , adap t i ve o r  a f f i rming 
l i f e exp e r i e n c e s 
( - KI RKUS , O c t o b e r  1 9 9 9 )  
Martinez, Ruben. The New Americans (Fall 2003) 
The new immi g r a n t  e xpe r i e n c e  chron i c l e d  in w o r d s  and p i ct u r e s ,  from N e w  
Pre s s . T h e  p e r c e n t a ge o f  f o r e i gn - b o rn p e op l e  l i v i n g  i n  Ame r i c a  t o da y 
i s  a lmo s t  a s  h i gh a s  i t  wa s at t he pe a k  o f  t he e a r l y  t wen t i e t h century 
immigra t i on s . B u t  wh i l e  previous wave s of mi g r a n t s  s e t t l e d  i n  urban 
a r e a s , t oday ' s  m i g r a n t s are spread a c r o s s  t he count r y . Emmy- award­
winning j ourna l i s t  Rube n  Mar t i n e z ,  a l ong with c e l eb r a t e d  p h o t o grapher 
and l on g t ime c o l l ab o r a t o r  Jo s eph Rodr i gue z ,  have set out to capture and 
c o n t ex t ua l i z e t h i s  mul t i f a c e t ed n e w  immi grant e xp e r i e n c e . A c omp a n i on 
book to t he PBS d o c ument a r y . 
(Amazon.com) 
Yep, Laurence. American Dragons 
Yep ' s  e n l i gh t e n i n g  a n t h o l o g y  o f  2 5  s t o r i e s , p o ems and e s s a y s  b y  As i a n  
Ame r i c a n s  de l v e s  de ep l y ,  e x am i ni n g  t h e  i nn e r  l i v e s  o f  young p e op l e  wi t h  
r o o t s i n  Japan , C hi n a , I nd i a ,  Kor e a  a n d  S o ut h e a s t  As i a . S e l e c t i o n s  a r e  
s e t  in t h e  p a s t  a n d  f u t u r e  a s  wel l a s  in t h e  p r e s ent , a n d  n e a r l y a l l  
r a i s e  que s t i o n s  about i de n t i t y  a s  p r o t a gon i s t s  ch o o s e  t o  p r e s e rve o r  
r e j e ct t he va l u e s  o f  t he i r  a n ce s t o r s . Ar r a n g e d  t hema t i ca l l y  in f i ve 
s e ct i on s  a c comp a n i e d  b y  br i e f  and e l oquent c omme nt a r i e s  b y  t h e  edit or , 
t h e s e  wr i t i ng s  s p e a k  t o  b o t h  As i an Ame r i c a n s  and t h e  g e n e r a l  
popu l a t i o n . 
( - PUBL I S HE RS WEE KLY , June 1 4 , 1 9 9 3 ) 
I 
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Reading List "Race in America" - From The New York Times 
Taken from: http://nytimes.com/library/national/race/ (general site) 
http://nytimes.com/leaming/general/specials/race/books.html (specific site) 
Kwame Anthony Appiah 
• In My Father's House : Africa in the Philosophy of Culture 
• Africana: The Encyclopedia of the African and African American Experience (K wame 
Anthony Appiah and Henry Louis Gates Jr. , editors) 
Derrick Bell 
• Faces at the Bottom of the Well: The Permanence of Racism 
• We Are Not Saved: The Elusive Quest for Racial Justice 
• Confronting Authority: Reflections of an Ardent Protester Afroatlantic Legacies 
Taylor Branch 
• Parting the Waters: America in the King Years 1 954-63 
• Pillar of Fire: America in the King Years, 1963-65 
Ellis Cose 
• Color-Blind: Seeing Beyond Race in a Race-Obsessed World 
David J. Dent 
• In Search of Black America: Discovering the African-American Dream 
Michael Eric Dyson 
• I May Not Get There With You: The True Martin Luther King, Jr. 
• Making Malcolm: The Myth and Meaning of Malcolm X 
• Race Rules Navigating the Color Line 
Karl Evanzz 
• The Messenger: The Rise and Fall of Elijah Muhammad 
David J. Garrow 
• Bearing the Cross: Martin Luther King, Jr., and the Southern Christian Leadership 
Conference 
Henry Louis Gates Jr. 
• Colored People: A Memoir 
• The Future of the Race (Henry Louis Gates Jr. and Comel West) 
• The Signifying Monkey: A Theory of Afro-American Literary Criticism (Henry Louis 
Gates Jr.) 
• Thirteen Ways of Looking at a Black Man (Henry Louis Gates Jr.) 
Andrew Hacker 
• Two Nations 
Richard J. Herrnstein 
• The Bell Curve: Intelligence and Class Structure in American Life 
Tamar Jacoby 
• Someone Else's House 
Jonathan Kozol 
• Amazing Grace: The Lives of Children and the Conscience of a Nation 
• Savage Inequalities : Children in America's Schools 
• Rachel and Her Children: Homeless Families in America 
• Illiterate America 
Nicholas Lemann 
• The Promised Land: The Great Black Migration and How It Changed America 
Nathan McCall 
• Makes Me Wanna Holler: A Young Black Man in America 
Jill Nelson 
• Straight, No Chaser: How I Became a Grown-Up Black Woman 
• Volunteer Slavery: My Authentic Negro Experience 
Brent Staples 
• Parallel Time: Growing Up in Black and White 
William Julius Wilson 
• The Truly Disadvantaged: The Inner City, the Underclass, and Public Policy 
• When Work Disappears : The World of the New Urban Poor 
Alan Wolfe 
• One Nation After All 
Reviews: Children 's  Books 
Aliki, Marianthe's Story 
Ruby Bridges, Through My Eyes 
Robert Burleigh, Black Whiteness 
Debbi Chocolate, The Piano Man 
Lynn Curlee, Liberty 
Michael Dorris, Sees Behind Trees 
S haron M. Draper, Romiette and Julio 
Marian Wright Edelman, Stand For Children 
Karen English, Francie 
Louise Erdrich, The Birchbark House 
Pearl Fuyo Gaskins, What Are You? Voices of Mixed-Race Young People 
B ell Hooks, Happy to Be Nappy 
Gloria Houston, Bright Freedom's Song 
William Loren Katz, Black Legacy 
Lois Metzger, Missing Girls 
William Miller, Night Golf 
Walter Dean Myers, Harlem 
Lensey N amioka, Yang the Second and Her Secret Admirers 
Gary B. Nash, Forbidden Love: The Secret History of Mixed-Race America 
Neil Philip, In a Sacred Manner I Live 
Faith Ringgold, If a Bus Could Talk 
Scott Russell Sanders, A Place Called Freedom 
Jane Resh Thomas, Celebration! 
Valerie Wesley, Freedom's Gifts 
Karen Zeinert, The Amistad Slave Revolt and American Abolition 
Harriet Zief ert, When I First Came to This Land 
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PBS :  The New Americans Teacher Guide wysiwyg://2/http://www.pbs.org/newamericans/6.0/6.0pathway. 
Pathway Site Map Lesson Plans 
Dear Educators , 
The New Americans is an onl ine adventure targeted to grades 7-1 2,  and tied to an 
u pcoming documentary min i-series exploring the imm igrant experience through the 
personal stories of a number of individuals. This interactive Web site/on l ine learn ing 
adventure engages users in the imm igrant experience in a way that bu ilds em pathy and 
u nderstanding for the subjects of the documentary and countless other newcomers to 
America .  
I n  t h e  "Join T h e  Adventure" section o f  this s ite, we fol low the subjects o f  the 
documentary-N igerians now l iving in Chicago, and LA Dodger recruits from the 
Dom inican Republ ic-through their travels and personal  experiences via daily u pdates of 
their activities from April 1 0-30, 2000. Fol lowing the adventure, the d ispatches wil l  be 
arch ived and wil l remain on l ine as an continu ing resource for educators . 
Other sections of the site provide opportun ities to explore the imm igration experience 
interactively, through a timel ine, maps, and exercises in tracking fam ily h istory and 
examin ing the effect of imm igration on the nation . 
Feel free to browse through the s ite, creating your own path and choosing the activities that \/') � seem most relevant for your students . If you'd l ike help using this site in your classroom , 
we suggest the fol lowing pathway: 
• "You Have To Live in Somebody Else's Country To Understand" is an excel lent 
way to start a unit on imm igration . This warm-up activity is built around a poem 
written by a Cambodian immigrant g irl and gives students the opportun ity to 
experience the feelings of imm igrants or anyone else that dominant society 
considers "outsiders ."  Th is wi l l  help students understand the goals of the project. 
• Assess students' prior knowledge and perceptions about immigrants through the 
activities in  the Perceptions and M isconceptions section . 
• Prepare students to m eet Barine, Ricardo, and the other subjects of the adventure 
by browsing the contents of About The Project and reviewing the introductory 
information avai lable in Join The Adventure. 
• The material in Immigration:  America's Story may help students contextual ize the 
stories captured in th is adventure .  
• Final ly, encourage students to  personal ize and local ize what they've learned by 
exploring the activities in Immigration :  Close T o  Home. 
As a part of the hands-on com ponent of The New Americans project, we provide 
imm igration related lesson plans. As a champion of d iverse education , I encourage you to 
read the overview of the lessons, choose those that would most benefit your students 
and incorporate them into your  classroom instruction . 
The interactive components of this site, coupled with the lesson plans, wi l l  be a valuable 
tool for exploring immigration in the classroom . The lessons provide a variety of teaching 
PBS :  The New Americans Teacher Guide wysiwyg://2/http ://www.pbs.org/newamericans/6.0/6.0pathway. 
strategies and methods that wil l  help students understand immigrants and the experience 
of imm igration from both a historical and contempora ry perspective. Al l of the lessons are 
al igned with national standards and g ive students the opportun ity to grasp the subject with 
hands-on activities as well as through examining factual data . By using one or m ore of 
these lessons your students wil l  be able to connect more intimately with the i m m igrants of 
the New Americans documentary, and imm igrants n ext door. 
Finally, we'd love to hear your thoughts about the s ite and the resources it contains.  Please 
send your feedback to thenewamericans@pbs.org. 
Sincerely, 
Patty Litwin, 
Social Studies Teacher/Special Projects-Los Angeles Unified School District 
( 
( 
( 
'·. 
Draft Suggestions for Usi ng The New Americans' Video in Educational Settings. 
Active Voice,  8/03 
Note: These are being revised; Contact Active Voice for updates: 
kanwarpal@activevoi ce.net 
I. Introduction 
Overview/synopsis of the series and module {AV /Kartemquin) 
II. Prepari ng to show the module 
III. The discussion and debrief ing afterwards 
IV. Focus on the complexity of the immigrant student 
population 
Activity 
Reading and Backgrounder 
Inquiry too l :  Learning More about your Immigrant 
Students 
IV. Map of immigration i n  U.S. (AV) 
Timel ine re: immigration (AV) 
V. Resource List 
Organizations and websites 
Selected l ist of suggested readings 
Novels and stories about the contemporary 
i mmigration experience 
() 
NEW AMERICANS INTRODUCTION TO TEACHER MODULE 
The New Americans teacher educator module is designed to be shown as a free­
standing screeni ng ,  or to be used in  various professional development and training 
forums i nc lud ing :  
Teacher credential courses (e.g. , "culture and language acquisit ion" or 
"working with language minority students" or " instructional strategies for 
Eng l ish Learners" or "multicu ltural education") 
Institutes for educators (e.g. ,  understandi ng immigrant students , co l lecting 
and using data on the ach ievement and partic ipation of Engl ish Learners, or 
i nstructional  strategies for Eng l ish Learners , or educational equity) 
D istrict ,  county or regional inservice professional development (e.g . ,  working 
with the community, parent invo lvement, Eng l ish Learner strategies ,  etc.) 
General workshops on d iversity and creating a school c l imate and culture 
that is supportive of d iversity 
The modu le can be used any time and any place where a deeper, more human and 
complex p icture of i mmigrant students wi l l  strengthen the capacity of teachers to 
understand , embrace and meet the needs of their immigrant students. 
The modu le includes the stories of three immigrant fami l ies :  Mexicans, 
Domin icans and Nigerians of the Ogoni tribe. 

Preparing to show the module: 
Regard less of the context in  which the module is being shown, t is helpfu l to alert 
the partic ipants to what this video rs (the story of three specific i mmigrant 
fami l ies as they make the decisions to immigrate to the United States and in thei r 
resettlement process) and the purposes for which you are showing it. Provide 
some "way in'' to the topic to set the stage. Most powerful learning begins with 
what the learner knows, and bui Ids from there. There are many ways to lay the 
foundation for the module, but here are f ive activity suggestions to invoke their 
prior knowledge and engage their interest: 
The "what we know/what we don't know about immigrants" webs. At tables 
or i n  groups of 4 - 5,  participants should be i nstructed to create two webs. One 
web should say in  the center: "What we know about immigrant students and 
fami l ies" , and the other "What we don't know about i mmigrant students and their 
fam i l ies" . Instruct them to think particularly in  terms of what they know and 
don't know that is relevant to a students' partic ipation and success in school .  
Explain that after the video ,  they wi l l  go  back to these webs and change them as 
needed. 
Present the statistics and demographic  prof i le of immigrant students in the 
school or d istr ict.  Inc lude the number of Eng l ish Learners, the percent of the 
total popu lat ion,  language groups and nations of orig in. Ask participants to look at 
the prof i le and generate together a l ist of what else (and what other kinds of 
things) they know about the immigrant student population in their school and 
community. Present the idea of multip le ways of knowing our students: statistics 
and numbers that describe the demographics of the immigrant population,  
academic work  and achievement patterns , and on a human level in  the context of 
the stories of their i nd ividual fami l ies and l ives. Instruct them as they watch the 
video to think about : What categories and demographic labels do these students 
fit i nto? What can you tel l about their i nvo lvement and success in school? How do 
their fami ly l i ves impact on their experiences with school? 
Ask partic ipants to think of immigrant students they have had in class. In 
dyads,  share what they wished they could have asked or known about that student 
that might have enabled them to provide more support. Introduce the module as 
stories of three fam i l ies that give a g l impse i nto the l ife of immigrant students 
outside of schoo l - and how it may impact on their school ing. 
Have part ic ipants construct a "fami ly immigration/migration journey map" 
of their own fami ly's national/cu ltural/language h istory. Tel l  participants they 
should beg in  with the furthest back h istory that can,  and trace the movements 
and changes that have occurred in their fami ly s ince that t ime. It should i nc lude 
key events and movement (i .e. , moving to a new country, forced enslavement , 
marriage i nto a fami ly with a d ifferent cultural/national/language experience, 
wars or being pushed off their land , etc. ). Draw a map of your family's 
migration/immigration over a period as far back as you can remember or 
conjecture. Put key events on it such as immigration to a new country, forced 
enslavement, escape from oppression civil war that resulted in fleeing the 
country, when grandpa went to a new country to try to find work, when grandma 
married someone of a whole different culture and nationality, the years you 
studied abroad, etc. Once you have completed your map up to the present time , 
Then they should share these fami ly h istories in  dyads , add i ng whatever stories 
they know about the immigration journey and what it was l i ke for their fami ly 
members. Introduce the video module as stories of three fami l ies. 
Two charts. Post two large sheets of paper on the wal l ,  and provide marking 
pens. One chart shou ld be labeled "Questions: What I want to know and 
understand about i mmigrant students". Another should be labeled "Concerns 
about the achievement and partic ipation of immigrant students in  our schoo l ". 
Participants are invited to each take a pen, and write on the charts. A fter giving 
the group about ten minutes to do this , ask them to sit down again and look at the 
charts. Introduce the video module and ask partic ipants to consider as they 
watch, what new questions and concerns are raised for them, and which of the 
questions and concerns they have identif ied are answered to in the video. 
Showing the Module: 
There are three segments of the module,  representing the stories of three 
d ifferent fami l ies. You may choose to show one and d iscuss it before moving on to 
the next segment - or you may choose to show the entire module at once. 
Debriefing the module: 
For many people,  watching this module is an emotional experience, and touches 
them on a very human level . It is important to give people a chance to sit with 
thei r emotions ,  and then to share them in a smal l  group or dyad before any formal ( 
d iscussion is held.  You may opt to have them do a "quick write" reflection. A l low 
t ime for them to tal k  about and process the overal l  reaction to the video before 
honing in on the imp l ications for educators. 
"What are your immediate reactions to the module - what i nterested you,  
moved you ,  puzzled you?" 
Fo l low this with discussion that t ies the video content into the larger context of 
your workshop , institute or course and of being educators in communities with 
i mmigrants. Themes you m ight want to explore (with suggested prob ing 
questions":  
The complexity of the immigrant student population : 
What differences and similarities did they see between the immigrant 
students in the three families in the video? (you may want to have them 
construct a chart of similarities and differences and then, based on their 
own experience, add similarities and differences between the students and 
families in the video from the immigrant students in schools they know. ) 
The role of schools in immigrant students' l ives 
In this module, you get glimpses of Nora Flores, Pedrito Flores and Sarine's 
twins experiences in schools, 
What did you notice about the schools in the video? 
In what ways were their schools playing a role in the transition and 
adjustment to life in the United States? · 
What differences did you see between Garden City Elementary School The 
Garden City High School and the Chicago high schoot:' 
What could you tell about the school programs, the curriculum, instruction 
and ways of grouping students? {you may want to link this to readings 
about program models and instruction) 
Did you feel the school experiences were positive and supportive for 
immigrant students and their families? 
What else do they think the schools could have had in place to provide 
stronger support to the students and their f amities in the video? 
What would the components be of an immigrant responsive and supportive 
school' (group brainstorm: this can be followed by readings about 
effective schools for language minority, immigrant and English Learner 
students) 
The role of educators and other adults in the receiving community 
In the New A mericans video ,  the immigrant students interacted with a 
number of teachers , staff and administrators in  their schools. Ask 
partic ipants to d iscuss the relationships they saw between Ginger and 
Sarine's daughter , that Pedrito had with his teachers both in Mexico and 
the United States , and between Nora and the teachers i n  Garden City. 
How would you characterize, and what was the quality of those 
relationships? 
How powerful or important did they seem to the students in helping them 
adjust and succeed in the U. S.  schools? 
What was it that these adults did that seemed to support the students? 
What else do you think the teachers and administrators in the video might 
have done to be more supportive of Nora, Pedrito and the Bartne twins? 
Immigration 
What were the similarities and differences 1n the experiences the three 
families had in immigrating to the United States? 
The Ogoni families spent time in refugee camps waiting to get acceptance and 
clearance to immigrate to the United States. Pedro Flores worked for years 
to get the money to brtng his family to the United States - and it took many 
months to actually get the visas once they applied How did this affect the 
c. 
children? How did it impact on the family unit? ( 
"When you hear someone say that the United States is a nation of 
immigrants, what image do you get in your mind about who the immigrants 
are?" - What nationality and language groups? What are the characteristics? 
From what yo� know, how representative are the families in the video of the 
families attending schools in your community? {Tie this to having students 
find out about the composition of the immigrant population in their city and 
school. ) 
The impact on families of leaving a homeland, and the continuing 
relationship to family and nation they left behind 
What impact did leaving the homeland and coming to the United States 
have on relationships with extended family? 
What could you tell or surmise about how the adults in the families felt 
about and related to their homeland nation? How different did that seem 
from what the children felt and related to? 
The situation of immigrant mothers and fathers - their isolation and 
adjustments , and raising children in a new culture and nation 
Think about the three mothers of the families in the module. How were 
their experiences the same and different? What were the difficulties 
they faced in adjusting to the United States? What were the difficulties 
they faced in raising their children? 
Think about Israel and Pedro. How were their experiences the same and 
different? What were the difficulties they faced in adjusting to the 
United States? In raising their children in the United States? 
How different were the mothers' experiences from the fathers'�' 
What could you tell about the relationships of the parents to the 
administrators and teachers in the schools? 
What it means and looks l ike for a young person to "become American, 
act American" - and the impacts and reactions within f am iii es . 
In what ways could you see Nora and the Barif1e twins transitioning to 
acting like American teenagers? How did they seem to feel about 
American teenagers? 
How did the children in the families seem to relate to their immigrant and 
homeland identity? 
What issues seemed to arise between families and children/youth as the 
young people entered into U. S. society? How did immigration seem to 
impact on relationships between the generations? 
Economic situation of immigrants and the impacts on young people 
The struggle to survive economically was a major issue in the lives of all 
three families in the module. Israel had an advanced degree. Barine had 
run a restaurant in Nigeria. Pedro had been a farmer prior to moving to 
Kansas. How did immigration change how they made a living? 
What were the issues facing the parents and children as a result of the 
economic and employment situations that were available to them as 
immigrants? 
End the d iscussion with a reflection on what from the video they wi l l  remember 
and carry with them i nto their work with immigrant students. Encourage them to 
learn more about the stories of their own students. And ,  provide a resource l ist 
for learning more general information about immigration and immigrant students. 
INQUIRY TOOL: FINDING OUT MORE ABOUT YOUR IMMIGRANT 
STUDENTS 
The immigrant popu lat ion is multifaceted , d iverse and complex. The New 
Ameri cans tel ls the story of on ly a few immigrant students and fami l ies. Those 
stories may or may not be simi lar to those of the part icu lar i mmigrant groups that 
are i n  your community ,  or the students i n  your classrooms. 
( 
Conduct ing your own Census 
A l l  schoo ls are requi red by law to identify students who are l imited in Engl ish 
profic iency and whose home language is other than Engl ish. Because these are 
either immigrant students or the chi ldren of immigrants , the closest data you can 
get for studying the immigrant population is data on Limited Engl ish Profic ient 
(LEP) or Eng l ish Learner (EL) students. From your d istrict's student information 
system offi cer, or b i l i ngual coordi nator,  you should be able to f ind the fo l lowing 
information:  
a The number of Engl ish Learners in  your district and in your school 
The percentage of the student population in  your d istrict and schoo l that is 
Eng l ish Learners or immigrant 
The nations of origin (where did they immigrate from) 
The languages spoken in their homes 
If you can, f ind out: 
Category Number of students % of total students 
Engl ish learners (Lim ited 
Engl ish Profic ient) 
Newcomers (in the U .S.  
less than 1 year) 
Underschooled ( arriving 
in  U.S.  schools with large 
gaps i n  thei r prior 
school i ng - 3 or more 
years below expected 
grade level for their age) 
Students with a home 
language other than 
Engl ish 
Drop-out and graduation 
rates among different 
groups of students 
Long term LEP 
(Have been in the U.S.  
schools for 6 or  more 
years and are sti 1 1  not 
sufficient ly Eng l ish 
prof icient to be 
ree l ass if ied) 
Other Ways to Learn About Your Students : 
Focus groups (structured , faci l itated 30 - 40 minute d iscussion of a smal l 
group of students , focusing on one or two key question i .e. , "what is it l i ke being an 
immigrant student here at this school?",  or "what are the things in  your l ife  that 
affect your part ic ipation in  schoo l?"). 
Surveys and questionaires 
One on one conversations. Create opportunities to tal k  in depth with a 
young immigrant student or parent about some aspect of their experiences and 
perceptions related to language, cu lture, immigration, and l iv ing as an immigrant in  ( 
the United States 
Student or Parent led community walk :  Ask an immigrant fami ly to take you 
on a wal k  around their community so you can become acquainted with the languages 
on the streets , the stores where they shop,  where they find specific products 
from their homeland or for their cuisine. As you do the wal k ,  encourage the 
students and parents to tel l  you about what it is l i ke l iv ing as an immigrant in this 
community. 
RESOURCE LIST AND BIBLIO 
Center for Appl ied Linguistics 
Cal ifornia Tomorrow 
National Cleari nghouse for B i l ingual Education 
( 
( 
National Association of B i l i ngual Education 
Center for Research in  Education, D iversity and Excel lence 
Center for Language Minority Education and Research 
American Immigration Lawyers Association 
Center for Immigrant Rights (NYC) 
Comite de Refugiados Centroamericanos ( CRECEN) 
Mu lticultural Education Training and Advocacy 
National Center for Immigrants Rights 
Center for Southeast Asian Refugee Rettlement 
() 
Helpful Readings : 
A APIP pub l i cation 
Crossing the School house Border 
Turning the Tides of Exclusion for Immigrant Students 
Made in America: Immigrants in H igh Schoo ls 
Con Respeto 
Michael Fix and Passel report from Urban Institute on immigration 
NCAS New Voices 
James Crawford , B i l i ngual Education: H istory, Po l it ics ,  Theory and Practice (1989) 
and Language Loyalties :  A Source Book on the offic ial Engl ish controversy 
Beyond Language: Social and Cultural Factors in Schoo l ing Language Minority 
Students 
Jim Cummins,  Negotiat ing Identities: Education for Empowerment in a Diverse 
Society 
Sonia Nieto , Aff irming Diversity 
Tamara Lucas , Into , Through and Beyond Secondary School :  Critical transit ions 
for Imigrant Youths. 
Tove Skutnabb- Kangas. B i l ingual ism or Not: the Education of Minorities 
Novels , Stories and Books about the Immigrant Experience 
Ruben Martinez, Crossing Over: a Mexican Fami ly on the Migrant Trai l 
Abinader, E lmaz. Chi ld ren of the Roojme: a Fami ly's Journey 
Gish Jen, typi cal American 
A my Tan,  Joy Luck Club 
Richard Rodriguez, Hunger of Memory: the education of Richard rod riguez 
Luis Rodriguez, A lways Running :  La Vida Loco 
Paule Marshal l ,  Brown Gir l ,  Brownstones 
Ernesto Galarza, Barrio Boy 
Gus Lee, China boy 
Esmeralda Santiago , When I Was Puerto Rican 
( 
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Myths about Refugees 
Adapted from a "Myths About Refugees" , Bureau o f  Refugee Services, D e s  Moines, Iowa, 2002 . 
http ://www.dhs. state.ia.us/refugee/bureau/myths .asp 
There are many myths and misconceptions about refugees . An important fact to 
remember is that refugees have entered the country legally after having undergone a 
stringent application and screening process . Also, keep in mind the definition of a 
refugee is any person who is unable or unwilling to avail themselves of the protection of 
their country of nationality or habitual residence because of persecution or a well­
founded fear of persecution on account of race, religion, nationality, membership in a 
particular social group or political opinion. Now to dispel some myths. 
MYTH : Refugees Do Not Pay Taxes. 
FACT: Refugees are subject to the same employment, property, sales, and other taxes as 
any U.S .  citizen. Refugees cannot vote, however. 
MYTH : Refugees Take Jobs From U.S. Workers. 
FACT: Recent evidence by the U. S .  Labor Department says "NO" to this myth. Refugees 
are not provided any special treatment when obtaining employment. They must apply and 
compete for jobs the same as any citizen. Refugees often enter economic sectors 
currently unable to supply adequate numbers of native workers . Refugees and immigrants 
also create jobs for U. S .  workers because they have a high propensity to start new 
businesses. Refugees have been a major force in contributing to the urban renewal of 
several major U.S . cities . 
MYTH : Refugees Receive Special Money From the U.S. Government 
to Purchase Homes, Cars, and Other Items. 
FACT : The U. S .  Government does not provide refugees with money when they arrive in 
the U. S . ,  however, there are minimal benefits available for emergency situations and the 
medically needy. The refugee must apply for these benefits and meet income and 
resource standards to qualify for any assistance. 
MYTH: Refugees come to the U.S. for Economic Reasons. 
FACT : Refugees are individuals or families who have come to the U. S .  because they 
were forced to flee their homeland, many times with little or no belongings, leaving 
family and friends behind and are unable to return. Most refugees would rather live and 
work in their native county. 
MYTH : The United States Is The Only Country To Accept Refugees. 
FACT : There are 24 countries worldwide involved in refugee resettlement. The major 
resettlement countries include: Australia, Canada, China, France, Germany, United 
Kingdom, and the United States. 
MYTH: Refugees Represent a Health Hazard to the American Public. 
FACT : There are refugees who have health problems that are a result of the lack of 
medical care that existed in their country of origin or due to problems they encountered 
during their flight from persecution. Most health problems are addressed by health care 
services in first-asylum camps and in refugee processing centers before refugees are 
admitted to the United States . The Centers for Disease Control closely monitors all 
admissions and prevents the admission of certain persons with health conditions 
identified as hazardous to the public . 
MYTH: Refugees are Another Drain on the Welfare System. 
FACT: Refugee resettlement policies are designed to help refugees become self­
sufficient as quickly as possible. The Bureau of Refugee Services focuses on placing 
refugees into jobs that promote economic independence, generate tax dollars and help 
( 
local economies. The use of welfare is discouraged except in emergency situations or on ( 
a short-term basis .  
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Action Planning Tools 
This section is designed to provide users with a set of practical tools and resource 
materials that may be helpful in the work of partnerships and collaborations. 
Tools: 
Planning an Agenda 
Meeting Agenda Worksheet 
Sample Agenda 
Meeting Summary 
Worksheet: Logistics and Arrangement 
Room Arrangement 
Facilitating the Development of a Shared Vision 
Dialogue and Group Leaming 
Dialogue Overview 
Identifying and Agreeing on Norms 
Using Snow Cards to Identify and Agree on Norms 
The Importance of Culture 
Dimensions of Cultural Difference 
Developing Cultural Awareness in Organizations 
Leading Change 
Eight-Stage Change Process 
Conflict Framework 
The Iceberg Theory of Group Relations 
Principles to Guide Your Community's Asset-Building Efforts 
How Will Your Community Organize Its Asset-Building Efforts? 
Capacity Inventory Examples 
Decision-Making Strategy: Affinity Mapping 
Building a Plan: Sandwich Activity 
References: 
Anderson, Sharon; Bryson, John M. ; and Barbara Crosby. 1 999. Leadership for the 
Common Good Fieldbook. University of Minnesota. 
Anderson, Marian; Anderson, Sharon; Laeger-Hagemeister, Mary; and Scheffert, Donna 
Rae. 1 999. Facilitation Resources. University of Minnesota. 
Grove Consultants International. Strategic Visioning Design Deck. 1 996 
Kearny, Lynn. 1 995 . The Facilitator 's Tool Kit: Tools and Techniques for Generating 
Ideas and Making Decisions in Groups. HRD Press. 
Kretzmann, John; and McKnight, John. 1 997. A Guide to Capacity Inventories: 
Mobilizing the Community Skills of Local Residents. ACT A Publications. 
Search Institute. An Asset Approach to Positive Community Change. 
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P lann i ng an  Agenda 
Ahead of Time 
FACILITATION 
RESOURCES 
If you are leading a meeting, it is your responsibili ty to plan the agenda.  If  you 
have been asked to facil ita te someone else's meeting, meet with the leader 
ahead of time to help p lan it .  If you are a group member, judge whether i t  would 
be appropriate to offer to help set up an agenda beforehand . 
Here's the sequence of steps to take to plan your agenda: 
1 .  Define results. 
What is the result you want by the end of this meeting? Wri te i t  down. It 
should be specific enough to a llow people at the meeting to answer these 
questions: 
Are we done? 
Did we accomplish what we set  out to do? 
2. Identify the time frame for the meeting. 
What is al lowable for this group, for this purpose, considering everything 
going on in  the organization at this time? The time frame may have been 
arbi trarily defined by you or by someone else . 
3. List the content. 
List the content or topics that will have to be covered to accomplish the 
result .  Look for "unspoken" content needs, l ike how will the group get the 
information it  needs? 
4. Allot time frames by topic. 
Looking at the total meeting time, how much can or should you allot for this 
part of the agenda?  
5 .  Plan processes for each topic. 
What tools would help accomplish this, and which have time  frames that 
will fit? Can you modify a tool so i t  would take less time, or do part of the 
work in advance? 
Example:  You've allotted twenty minutes for a panel of three experts to 
update your group on some changing technology. Use e-mail to ask 
participants what  they want to know, organize the topics yourself, and 
send the outl ine to panel members letting them know this is what you 
want them to address . 
6. Do a sanity check. 
Is this doable i n  the al lotted time? Do you need to schedule  two or more 
meetings to get this resul t? Or is it more practical to scale down your expec­
tations to fit the time avai lable, considering organization constraints? 
Example:  You have a one-hour time slot. The result you wanted was : 
Agreement on a solution to the overtime problem 
After planning the agenda, you realize this wi ll probably take at least 
three two-hour meetings.  You scale down the resul t to: 
A prioritized l ist of  the top five causes of overtime . 
FACILITATION 
RESOURCES 
Or, you may be able to schedule and plan three two-hour meetings. 
On the Spot 
Sometimes you will show up at a meeting where no agenda has been prepared . 
You may be a member, a -faci l i tator who has had no opportunity to communi­
cate with the leader (even via e-mail or phone) , or a leader caught unprepared.  
As a member, you wi ll have to judge when it  would be appropriate to offer to 
help build an agenda.  
To bui ld an agenda on the spot, stand at a flipchart and write large on blank 
paper so the group can follow and work with you. This helps people trust your 
motives too.  Never take more than five to ten minutes to do this unless it's a 
long meeting a n d  people a l ready understand the value of having a detailed 
agenda . 
Here are the sequence steps: 
1 .  Define results. Ask: 
What do we need to accomplish by the end of this meeting? 
What can we deliver? 
How will we know that we're done? 
How will we know we succeeded? 
Write answers down at the top of the flipchart. 
2. Identify time frame for tQtal meeting. Ask: 
How Jong do we have? 
Write it down. 
3. List topics (content). Ask: 
What topics will we have to cover to get to this result? 
What information will we need? 
Who will make decisions: us? 
Will we need to make an action plan? 
Write them down with bul lets and lots of whi te space between them.  
4.  Allot time frames for topics. Ask: 
Considering we have an hour and a half, how much time shall we allot for 
Jim 's update? 
How much for listing problems? For prioritizing them? 
Write them by the topics. 
5. Suggest processes. Say: 
First, Jim wm present a market update. We could then brainstorm a list of 
risks and opportunities. Does anyone object to that? 
(Caution:  Don't be too obsessive about thinking up and listing a process for 
every topic .  Just hi t the b ig  ones.)  
6. Do a sanity check. Ask: 
Do you think we can do this in this time frame? 
Should we scale down our expectations? 
Should we schedule another meeting so we can accomplish it all? 
FACILITATION 
RESOURCES 
Most people wil l  appreciate your doing this and will see the value right away. 
This is a good time to find someone to act as timekeeper. You might ask (pl ay­
fully) , "Is there anyon e  h ere who is absolutely ruthless?" and try to identify 
someone who won't be too pol ite to speak up when it's necessary. 
I f  you are the faci l i tator or leader, this is also a good time to ask if people are 
wi l l ing to abide by the agenda and ti me frames? This is a "process agreement." 
Then ask their permission to enforce (or maintain) the agreement . 
You might say: 
Do we agree to abide by these time frames? 
If we start running over, do I have your permission to break in and move us 
along? 
Whether the agenda was prepared in advance or on the spot, it will do more 
than almost anything else to keep the group on time, focused and productive . 
Reproduced with permission from The Facilitator's Tool Kit: Tools and Techniques for Generating Ideas 
and Making Decis10ns in Groups, by Lynn Kearny. HRD Press. 1 995, pp. 65-6 7.  
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Meeti ng Agenda Worksheet 
FACILITATION 
RESOURCES 
Name of Group -----------------------------
Date ________ Time: Start _________ End ________ _ 
Pre-meeting Preparation (What to read,  research, or prepare) : 
Time Topic Person Responsible Main Objective 
(What group is to 
know I discuss/ 
create as a result) 
(,, ... . ...• �I ' • tii_;.• ., 
( ... ) .... 
eAGENDA 
Outl i nes the schedule the 
meeting wil l fol low to achieve 
the desired outcomes. It 
provides participants with a 
logical framework so they wil l  
understand how to make their 
contri bution. 
SAMPLE AGENDA 
e ROLES 
Descriptions help 
participants u nderstand 
what is expected of them 
and how the meeting wi l l  
be led . 
Guidel i nes for gett ing the 
most out of the meeting . 
Bu i ld them with 
participants . 
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e OUTCOMES 
\ l l 
Bottom l ine goals for the 
meeting 
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Meeti ng Su m mary 
FACILITATION 
RESOURCES 
Meeting ---------------------------------
Date ________ Time:  Start ________ _ End _______ _ 
Action to Be Taken Person Responsible Deadline Completed 
List of attendees attached 
Next meeting date : ________ Tentative length : _______ _ 
,. - . ,  
( ' . J 
C) 
( 
>) 
5 
5 
0 
J I) J 
5 
I) � l 
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Worksheet :  Log i st i cs and  Arrangement 
Initial Contact Person (s) 
Group/Organization 
Brief Description of the Request/Issue 
Stakeholders (particjpants in th e facilitation and those poten tially impacted by the process) 
Primary Planning Committee 
Name Te l ephone  Num ber  
FACILITATION 
RESOURC ES 
Logistics and Arrangement, continued 
Steps in the Proc ess  (in cluding a timetable) 
Responsibilities 
A Con t a c t i n g  p a rt i c i p a n ts?  
B .  Fac i l i ty/ room a rra n g e m e n ts? 
C. Rec o rd i n g  d i s c uss i o n ,  s u m m a ri z i n g ,  a n d  fo l l ow-up w i th p a rt ic ipa nts? 
D. M e d i a  i nvol vement  (ij relevan t)? 
E.  A n t i c i p a te d  e x p e nses? 
F. Oth e rs? 
FACILITATION 
RESOURCES 
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Room Arrangement 
There are four princip l es that guide room arrangements : 
1 .  All participants and the facilitator should be able to see and hear each other. 
2. The seating arra ngement should enable members to focus on the flipchart (or other writing 
device) and the person or persons who will manage the group's process. 
Focusing the participants' attention on the tlipchart helps people  stay on task. Focusing 
participants ' attention on the person managing the group process makes it  easier for that 
person to work. Faci l i tators usually sit in a location that physical ly distinguishes them from 
group members .  Except for the facil itator and chair, participants should NOT be assigned 
specific seats . 
3.  Seating arrangements should distinguish participants from nonparticipants. 
Groups often ask nonmembers to a ttend to provide i nformation or just to observe. Seating 
the nongroup members apart from group members enables members to focus on one 
another without "psychological interruptions" from nongroup members.  It a lso makes it 
easier for the faci l i ta tor to attend to group members without being d istracted.  
4. Seating arrangements should be spacious enough to meet the needs of the group, but 
no larger. 
Facilitation involves b ringing people together to work. Seating arrangements that leave 
empty spaces betwee n  participants create unnecessary psychological  distance for mem­
bers .  Empty spa ces a lso make i t  more difficult for a faci l itator to see at a glance whether 
everyone is present. 
Seating arrangements for different sizes of groups: 
Small Medium 
D 
D 
D 
D 
D 
D 
D 
D 
D O D D 
D 
D 
D 
D 
D 
D 
D 
D 
Large 
0 
0 0 
� �  
0 0 
� �  0 0 0 0 
0 0 
� �  0 O D D 
source: Roger M. Schwarz, The Skilled Facilitator: Practical Wisdom for Developing Effectjve Groups. 

Fac i l itat i ng the Development of a 
Shared Vis ion 
Have you ever been part o f  a group i n  which every member was clear and in 
agreement on what they were working to create (a shared vision)? Think back 
to that experience .· How does a shared focus or vision come about? 
Peter Senge, in The Fifth Discipline, says, ''I f  any one idea about leadership has 
inspired organizations for thousands of years, it's the capacity to hold a shared 
picture of the future we seek to create. One is hard pressed to think of any 
organization that has sustained some measure of greatness in  the absence of 
goals, values, and missions that become deeply shared throughout the organi­
zation. When there is a genuine vision (as opposed to the al l -too-familiar 'vision 
statement') , people excel and I.earn, not because they are told to, but because 
they want to. But many leaders have personal visions that  never get translated 
into shared visions that galvanize an organization ." 
Faci litating a shared vision is the discipline of weaving individual visions into a 
common focus or vision. When this happens, the vision is thought to be a 
genuine vision, it is deeply shared throughout the group, and the group holds a 
shared picture of the future they seek to create.  
How can we, as facil itators, help groups develop a shared vision? 
Use the following questions to help the group you are facilitating discuss and 
come to some consensus about the product or vision for their work together. 
• What are we building? 
• What do we want to accomplish? 
• What will it look like if we are successful? 
Peter Drucker, in  The Executive in Action, reminds us of the importance of this 
shared focus: "Because the modem organization is composed of specialists, 
each with his or her own narrow area of expertise, i ts mission must be crystal 
clear. The organization must be single-minded, or its members wil l  become 
confused. They will fol low their own specialty and impose i ts values on the 
organization . Only a focused and common mission will hold the organization 
together and enable it to produce." 
It may be helpful to remind yourself as a facilitator that a shared vision is a 
common caring. 
• Ifis rooted in a deep purpose that expresses the group's reason for 
existence. 
• It is a collective sense of what is important and why. 
• It is not simply an idea or statement; it is a force in people's hearts. 
• It needs to be consistent with the values people l ive by day-to-day. 
A shared vision embraces what is important; therefore, helping a group create a 
sl')ar.ed vision or focus is helping them build shared meaning and express a 
coliective sense of what is important to the group and why. 
To keep a group focused it can be helpful to 
• Agree to produce a useful result. 
• Define the results you want. 
• Use agendas. 
• Keep a record of your work inc lud ing agreements and actions. 
• Remind people of the time they have to complete their  work. 
These resources are key for developing a shared vision. 
• Time. 
• Skills-to unearth shared aspirations for the future . 
• Information . 
• Commitment-90 percent of what passes for commitment is compl iance . 
• People-each person must have his or her own vision before a shared vision 
can exist. 
• Safe environment-for people to say what they want. 
Asking the group the following questions may be of help as you facilitate the 
development of a shared vision. 
Building shared visions requires bui lding relationships . How are your rela tion­
ships wi th each other? 
• Are people open i n  sharing their persona l visions? 
• Do peop le l isten and hear each other? 
• Do people reflect on a n d  talk about what i t is they rea l ly want to create? 
• Do people have open and honest conversati ons? 
• Do people have the freedom of choice tq enrol l or commit? 
Is your agreed-upon vision inspirational? 
• Does it focus on a better future? 
• Does it appeal to common or shared values in the group? 
• Does it emphasize strengths and hopes of the group? 
• Does it use p ictu res, images, metaphors, and words s o  tha t  everyone can 
understand i t? 
• Does it communicate enthusiasm and kindle excitement? 
Is the process working? 
• Have you al lowed time on an on-going basis? Remember, shared visions are 
always evolving. 
• Do you design and use processes that allow people to speak from the heart? 
• Have you been successful in co-creating the vision throughout the group? 
sources: 
Peter Senge, The Fifth Discipline, 1 990. 
Peter Drucker, The Executive in Action, 1 996. 
Sharon Anderson, Reflective Leadership Center, 1 998. 
Dia logue and Group Learn i ng 
A fomial d ialogue process c an he lp team m em bers v iew a p rob l em from eac h o t h er's perspec t i ve and 
enhance the i r  creat i vi ty .  As p sycho l ogi st  and veteran fac i l itator Edgar Schei n ( 1 993 )  notes , suc h  a pro c ess 
v i tal for teani s in which m embers feel anx i o us or d i strustfu l  of each o ther or have nm i nto other  d i ffi c u l t i es 
work i ng together. W i th o u t  p erspect i v e-tak i ng through d i a logue,  m embers' d i fferences too eas i l y  bec o m e  
person a l i zed confl i cts· t h a t  s t i fl e  crea t i v i ty and com m i tment .  
I n  t h e  path  o f  d i a l ogue descri bed by Ed gar Schei n and P eter S enge ( 1 990), part i c i pan ts p rac t i ce  s u s p e n s i o n  
- t h a t  i s ,  i f  ano th er t eam m em ber d i s agrees w i t h  m e ,  I do n o t  react i m m ed i ate l y  to  de fen d  my v i e w .  D u r i n �  
suspension�  I. try to  be aware o f  what  i s  go ing on ,  and  how m y  past  experi ence shapes m y  assump t i ons  abo L 
what I 'm heari ng. If I do not  pract ice su spensi on and instead disagree and e l aborate my own pos i t  ion ,  f am 
headed down the p ath o f  discussion,  d ia lect i c ,  and d eb at e  i n  which con fl i ct i s  reso l ved , accord i ng to Edgar 
Schei n ,  by " l ogic and b e at i ng down " (p . 46) . When groups are not  already cohes i ve,  the path of d i scuss i o n  
on ly ex acerbates d i ffi cu l t i es .  
D i a l ogue i s  a con ta in ment  process - that is ,  i t  con tains conflict  rather than s uppress ing i t  or a l low i ng i t  to  
degenerate i n to a win- lose  batt l e .  To foster thi s  containment,  the  faci l i t ator  d raws on h i s  or her own 
au thori ty and team members' com m i tment  to work together. 
Gu idel ines 
I .  B ri ng team mem bers togeth er i n  an i n troductory meet i ng . Everyone s i ts i n  a c i rc l e .  
2 .  The fac i l i tator asks t h e  gro up to th i nk o f  experi ences o f  good comm unicat ion for a co u p l e  of  m i n u t es .  
3.  The fac i l i tator asks everyone to ta l k  w i th a neighbor about these experi enc es .  
4 .  A fter 5 - 1  O m i nutes,  t h e  fac i l i tator asks the group,  " What m ad e  these experi ences good co m m u n icat i o n ? "  
T h e  faci l i tator records answers on a fl ip  chart and m akes sure everyon e  h as a chance to con tr ibute .  
5 .  The fac i l i tator i n v i t es e ach team m ember to respond to the record ed answers .  
6 .  The faci l i tator al lows t h e  con vers at i o n  t o  fl ow natura l l y ,  interven i ng as n eeded t o  c l ar i fy what t h e  group 
i s  revea l i ng about comm u n i cat ion p rob lems . The fac i l i tato r i ntroduces the concepts : 
• suspens ion o f  j udgment and react i on 
• d i al ogue vs .  d i scussion 
. • contai nment 
·¢. 1 998-91) Rencc t i vc Leaders h i p  Center ,  H u mphrey I ns t i tute o f  P�bl ic  A ffa irs, an d  Un ivers i :y o f  M i n nesota Ex tens ion  Service 
7 .  After a team has part ic ip ated in one or more pre l iminary d i alogues and grasped the basi c concepts .  i t  can 
then use d i alogue to focus on vital  questi ons about the t eam's mission and how to achi eve team goals .  
8 .  Once dialogue has he lped the  team d evelop shared understand ing o f  the quest ions and al ternat ive  
answers , team members can advocate part icular courses o f  act ion and seek consen sus  on wha t  to  d o .  
Based o n  Edgar Schein . 1 991. Organ izat ional  Cu l tu re a n d  Leadership ,  2nd ed. , San Francisco : Josse.1 1-Bass: and Peter /\ /. Se11ge. 
1 990. The Fi fth D isc ip l ine :  The Art and Practice of the Learn ing Org an izat ion.  New York: Doubleda) '· 
Readings that may b e  of interest inclu d e :  
• Bohm, David .  Summer 1 994. "On Dia logue ."  Kellering Review. 
• Schwarz, Roger M .  1 994 . The Skilled Faciliwtor: Practical  Wisdom for Developing Ejjective Groups . 
SanFranc i sco :  J ossey-Bass . 
. i; 1 998-99 Renec t i ve Leaders h i p  Center,  H u mphrey I ns t i tu te  of P u b l i c  A ffairs,  and U n i vers i ty of M i n n esota Ex ten s i o n  Service 
Dia log ue Overview 
Dia logue :  
• Free and creat i ve exp l o rat i on o f  comp l ex an d subt l e i ss ues 
• A deep 1 1 l i sten i ng" to one an other  and s uspend ing of one's own v i ews 
• D i vergen t process 
Discussion : 
• D i fferen t views presen t ed an d  defended 
• S earch for the best view to support decis i ons that must be m ad e  at th i s  t ime 
• Dec i sions made 
• Convergent process 
Dia logue:  
• Purpose: to promote group ) earn i ng 
• Part ic i pants becom e  observers of the i r  own thi nk i ng . 
• Three bas ic  cond i t ions n ecessary for d i a l ogue : 
I .  S u spended assu mpt i on s 
• B �  aware of assump t i ons and ho l d  t hem up for examinat ion  
2 .  See each o ther  as co l le agu es 
• Wi l l i n gness to consider each o ther as col l eagues 
• Does not mean you need to agree or sh are the  same vi ews 
• Peop l e m u st want th e  ben e fi ts o f  d i a logue more than h o l d i n g  on to 
p ri v i l eges of rank 
3. Spi ri t o f  i nqu i ry 
• Req u i res a " fac i l i tator" who "ho lds  the con tex t "  of di a l ogue 
• Faci l i tator h e lps p e o p l e  mainta in  ownership o f  the p rocess and 
outcomes 
• Fac i l i tator i s  respons i b l e  for keep i ng the d i a l ogue mov i ng by:  
• Refl ec t i ng on own assump t i qns 
• I nq u i ring i n to each perso n ' s  th i nk i ng 
• Expos ing own thi nking 
• Faci l i tator does not  fi l l an expert ro l e 
•!:: 1 998-99 Rcnect i vc Leadersh i p  Cen ter, H u mphrey l n sr i tu tc  of P 1 1 b l i c  �.[fa i rs, and U n i v e rs i t y  of M i n n esota Ex icns ion  Service 
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Identifyi n g  a n d  Ag reei ng 
on Norms 
Norms are: 
• Standards that you establish to help you accomplish your work together 
• The unwritten rules 
• What members think i s  i mportant - beliefs and values that are often unstated 
• The themes in stories you tell about important events, celebrati ons, and rituals 
• The way the group does things that real ly counts - the way the p lace real ly 
works. 
Norms are usually not: 
• Written policies 
• Managerial memos 
• Job descriptions 
• Formal ly stated in the system 
What norms in your group currently guide behavior and attitudes? Think of stories 
you tell about how the p l ace really  works . 
You can use the exercise on the next page to help a new group decide on its norms, 
or help an established group change or reaffirm its norms . 
© 1 99 8-99 Reflective Leadership Center, H umphrey Inst itute of Public Affairs, and Uni versity of M i nnesota Extension Service 
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Using S n ow Ca rds to Identify a n d  
Agree o n  Norms 
1 .  Ask the group the question : What nonns or standards would b e  good for us to establi sh to help us 
accomplish our work together? Think of things that might improve performance, inspire commitment, or 
enhance satisfaction. 
2 .  Have individuals in the group brainstonn as many ideas as possible and record each idea on a separate 
"snow card," such as a :  
post it note 
5" x 7 11 cards 
oval 
square of paper 
3 .  Have individuals share their ideas in round-robin fashion. 
4.  Tape the ideas to the wal l .  As a group, remove duplication and cluster simi lar ideas in categories. 
Establ ish subcategories as needed . The resulting clusters of cards may resemble a "blizzard" of ideas -
hence the term "'snow cards." 
5.  Clari fy ideas . 
6 .  Once al l the ideas are on the wall and included in a category, rearrange and tinker with the categories 
until they make the most sense. Place a· card with the category name above each c1uster. 
7. As a group, decide how to monitor and reinforce the norms.  
After the exercise, distribute a copy of the norms l isted by categories to al l  members of the group . 
© 1 998-99 Reflective Leadership Center, Humphrey Institute of Pubiic Affairs, and University of M innesota Extension Service 
Leadership in Contex t : Resourc 
The Im porta n ce of C u ltu re 
One of the most importan t  aspects of the social context for leadership is 
cu lture. 
Leaders need to develop capacities for cultural awareness.  Problems often occur 
when people of one culture think their way of doing things is correct or better than 
other cultures ' ways of doing things . The ·challenge is to find common ground 
with people from di fferent cultures . 
Definitions of Cultu re: 
• The way we do things 
• The way of a people  (Hal l 1 98 1 )  
• The collective programming of the mind which distinguishes the members of 
one human group from another (Ho.fstede 1 984) 
• The human-made part of the environment (Triandis  1 982/3 ) 
• A system o f  symbols, symbolic forms, and meanings which has integrative and 
transformative potential,  is mutual ly intell igible, commonly accessible, deeply 
felt ,  and which i s  historical ly  grounded . (Carbaugh in Samovar and Porter 1 994) 
Sources : 
Fukuyama, Franc is .  1 99 5 .  Trust: The Social Virtues and the Creation of Prosperity. New York : 
Free Press. 
Hall ,  Edward T. 1 98 l .  The Silent Language. New York : Anchor Books. 
Hofstede, Geert . 1 984. Culture 's Consequences: Internacional Differences in Work-Related 
Values. Abridged ed. Newbury Park,  CA: Sage.  
Samovar, Larry, and Richard Porter (eds . ) .  1 994 . lnrerculrura/ Communication: A Reader. 
7•h ed. Belmont, CA . 
Triandis, Harry C. 1 982/83 . "Dimensions of Cultural  Variation as Parameters of Organizational 
Theory." lntercultural Studies of Management and Organization ; winter ( 1 2),  1 39- 1 69. 
You have to get everythin 
you can from whatever 
environment you 're throw1 
into, get it and go on - anc 
don 't whine. 
- Toni Morrisor 
Pulitzer Prize winnin 
American noveli! 
I ha ve spent most of my 
life studying the lives of 
other peoples, faraway 
peoples, so that 
Americans might better 
understand themselves. 
-Margaret Meat 
American anthropologi. 
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Leadership in Contex t :  Resource 
D i mens ions of C u ltu ra l  D iffe re n ce 
Below are some dimensions of cultural difference to consider. 
Reality and Truth 
• Do peop le in my culture rel y  primarily on the content of written or verbal m essages? 
or 
• Do people in my culture rely primari ly on the context of written or verbal messages? 
Time 
• Do we think of time as linear - something to be scheduled or parceled out for specific act iv i t ies? 
or 
• Do we think o f  time as cyclical - holding many activities and concerns simultaneously? 
• Do we focus mainly o n  the past, the present, or the future? 
Space 
• What p laces are sacred to us? 
• How far apart do we stand when we talk with each other? 
• How do we design and locate our homes, offices, and public spaces? 
H u man Natu re 
• Do we think people  control nature? 
or 
• Do we think peop le are control led by nature? 
or 
• Do we think peop le should stri ve to l ive in harmony with nature? 
• Is a person ' s  value or importance detennined by a connection to a fam ily  or other group? 
or 
• Is a person's  importance determined mainly by what that person does? 
• Is social hierarchy or egali tarianism valued? 
• What are the proper activi t ies for women? For men? 
• Do we think people are basical ly evi l ,  basically good, or a mix and able to i mprove if they choose? 
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Organizational Leadership: Exercise 
Develop i ng C u ltu ra l  Awareness i n  
Organ izati o n s  
Think about an organization in which you work.  Place yourself on the continuum for each item or cultural 
dimension, as it  relates to your b ehavior or attitude in the organization. 
+Verbal communication 
+Attention to what i s  said  
COMMUNICATION 
+Nonverbal  communication 
+Attention to : 
"¢>-Tone of voice <>-Posture 
<> Facial expressions <>-Gestures 
<>Touch <> Eye Contact 
WORK RELATIONSHIPS 
+Conformity 
+Obedience to boss 
+ Mixed feelings about employee 
participation in management 
+Manager need not be an expert in 
in the field managed 
+Company rules may be broken for 
pragmatic reasons 
+Loyalty to employer not a virtue 
MANAGEMENT 
+ Consultation 
+Disagree with boss 
+Support for employee 
p articipation in management 
+ M anager should be an expert in the 
fi eld m anaged 
+ Company rules may not be broken 
+ Loyalty to employer is important 
Continued on next page 
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Organizationa l Leadership: Exerc ise 
Cultural  Awareness (continued) 
GROUP OR INDIVIDUAL ORIENTATION 
+Belief in group decisions 
+ Work i s  less central to people 's  l ives 
+Less achievement motivation 
+Less interest in recognition 
+Belief in i ndependent decision-making 
+ Work central in  people ' s  l ives 
+Strong achievement motivat ion 
+Aspire for recognition 
For each cultural dimension, where would you place most other p eople in the organization? How well do 
you fit the dominant culture? 
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Lead i ng Change 
What comes to your mind when you think of change? Orderliness? Mess? 
Russell L. Ackoff at the University of Pennsylvania defines a mess this way: 
"In a real sense, problems do not exist. They are abstractions from real situa­
tions. The real situations from which they are abstracted are messes. A mess is 
a system of i nterrelated problems. We should be concerned with messes and not 
problems. Science has provided powerful methods, techniques and tools for 
solving problems, but i t's provided l ittle that can help in solving messes. The · 
lack of mess-solving capabil ity is the most important challenge facing us." 
Leaders and managers are often asked to help a group working on some kind of 
change . It is important to review what we are coming to understand about the 
nature of change itself. 
How we think about change is a matter of perspective. For example, do you 
think of a loss of control that is disruptive, destructive, a lters stabil ity, continuity, 
tradition? Or do you think of innovations that increase productivity and lead to 
development and improvement? 
For most, change is easy to initiate and difficult to guide so that i t  accomplishes 
what you set out to do. Peter Senge at MIT's Sloan School of Management has 
found that most people don't resist change, they resist being changed. For many 
of us, our di lemma is that we hate change and love it at the same time . What we 
rea lly want is for things to remain the same, but get better. 
A Gallup Poll of  400 executives found: 
• 56 percent  of  Fortune 1 ,000 companies have no structure in place to handle ·· < 
change . 
• 75 percent of  the respondents agree that executives have a vested interest in 
the status quo; they do not l ike to lose control ;  they do not know what to do 
about change; and they are too short-term oriented.  
The key issues respondents identified for change were cost pressures, informa­
tion technology, and rising consumer demands. 
Warren Ben is, professor, University of Southern California ,  and author of The 
Executive Briefing Series, The Absolutes of Leadership, claims that 95 percent of 
companies don 't change until they are threatened with dying. It can be impor­
tant to keep in mind that as a facilitator you are often invited to work with a 
change initiative during· tense times. 
Plato reminds us, "Change takes place no matter what deters it. There must be 
measured, laborious preparation for change to avoid chaos." Facilitators share 
some of the responsibil ity to help prepare for change . Author and consultant 
Marilyn Ferguson suggests, "It's not so much that we're .afraid of change, or so 
in love with the old ways; but it's l ike being in between trapezes. It's Linus when 
his blanket is in the dryer. There's nothing to hold on to. " 
Michael Beer, consultant and professor at Harvard Business School, cautions in 
Readings in Human Resource Management, "Many change programs are so 
general and �tandardized that they don't speak to the day-to�day realities of 
particular units. Buzzwords J ike 'qual ity, ' 'participa tion , '  'exce l lence, ' ' empow­
erment, ' and ' leadership' become a substitute for a detai led understand ing of 
the business." This is a challenge to facil itators helping groups to bring about 
change. Understand ing the substance of the particular issues is important . 
Faci l itation can be key as groups take responsibi l i ty for identi fying a needed or 
desired change. 
The Heartland Center in Nebraska offers these ingredients and suggestions for 
change based on their research in rural midwestern communities . 
• Positive attitudes 
· 
• Entrepreneurial spirit 
• Bias for action 
• Focus on control lables 
• Plan for development 
• Strategic outlook 
• Vision for the future 
Often, the need for change is recognized, and specific ways must be found to 
successful ly facilitate it. Some facilitators work to empower members of the 
group, and suggest a strategic approach that includes these elements. 
• Enhance people 's abi l i ty to in i tiate and manage change . 
• Change the a greed-upon focus from developing or delive ring a program to 
enhancing performance . 
• Give people the tools to i ncrease their effectiveness. 
As a change facil i tator helps a group examine the issue it hopes to address 
and they agree that i t  is  something they can control or have an impact on , it 
can be helpful to review the lessons of experience of the people in the group. 
A facilitator might ask: 
• What is your experience or history with change? 
• What do you think about change? 
Remember tha t  people's a ttitudes determine, in part, what they do . 
John Kotter, Harvard Business Schoo) professor and consultant, suggests the 
following framework for leading change . 
I .  Establish a sense of urgency. 
• Examine the broader context and competitive realities .  
• Identify a nd discuss crises, potential crises, and opportun i ties . 
2 .  Create a guiding coalition. 
• Create a group wi th enough influence to guide the change . 
• Get the group to work effectively together. 
3 .  Develop a vision and strategy. 
• Create a shared vision to help direct the change effort. 
• Develop strategies for achieving that vision . 
( . 
4 .  Communicate the change vision. 
• Use every vehicle possible to constantly communicate the new vision 
and strategies. 
• Have the guiding coalition model the behavior expected of others. 
• Keep these elements in  mind to communicate the vision effectively: 
Simplicity: Don't use jargon. 
Metaphor, analogy, and example: Use pictures! 
Multiple forums: Spread the word in many ways . 
Repetition : Say it again and again. 
Set the example : If we act in ways that are inconsistent with the 
vision, au is lost. 
Explain seeming inconsistencies. 
G ive-and-take: 1\vo-way communication is always more effective 
that one-way. 
5. Empower broad-based action. 
• Get rid of obstacles. 
• Change those things that undermine the change vision. 
• Encourage risk-taking and nontraditional ideas, activities, and actions. 
6. Generate short-term wins. 
• Plan for visible improvements (wins) . 
• Create those wins. 
• Visibly recognize and reward people who made the wins possible . 
• Facilitators can be key in reminding a group of the need to set goals 
and empirically test the effect of change. 
7 .  Consolidate gains and produce more change . 
• Use increased credibility to change all systems, structures, and poli­
cies that don't fit the vision. 
• Develop and reward people who can implement the vision . 
• Reinvigorate the process with new projects and people.  
8 .  Anchor new approaches in the culture .  
• Create better performance through customer- and productivity­
oriented behavior, more and better leadership ,  and more effective 
management. 
• Articulate the connections between new behaviors and successes. 
• Develop ways to ensure continued leadership and succession. 
A facil itator needs to develop a comfort level with a group's dissatisfaction. 
Dissatisfaction is often a key motivator since discontented systems are more 
innovative than contented ones . Successful organizations are more l ikely to 
maintain the status quo, making unhappy and disgruntled views a resource. 
A facilitator working with a group to take charge of change, James Kouzes, 
president of TPG/Learning Systems, and Barry Posner, professor of organiza­
tional behavior at Santa Clara University, recommend the following steps. 
I .  Have a process for col lecting innovative ideas. 
2 .  Put idea gathering on your own agenda . 
3 .  Set up  little experiments. 
4 .  Renew teams. 
5 .  Honor risk-takers. 
6.  Analyze every failure, as wel l  as every success. 
7 . . Model risk-taking. 
8 .  Foster hardiness. 
The worksheets in this section can be used to assess your group's present 
attitudes and faci l i tate a change using John Kotter's eight-step process .  
Sources: 
Ackoff, Russell L. , Ackoff's Fables: Irreverent Reflections on Business and Bureaucracy, 1 99 1  . 
Beer, Michael , Readings in Human Resource Management, 1 995. 
Benis, Warren, The Absolutes of Leadership, 1 996. 
Heartland Center, 7 Secrets to Coping with Change in Small Towns, 1 989. 
Kotter, John,  Leading Change, 1 996. 
Kouzes, James, and Posner, Barry, Credibility, 1 993. 
Senge, Peter, The Fifth Discipline, 1 990. 
Senge, Peter, Training, February, 1 994 . 
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Eight-Stage Change Process 
Where is you r  organ ization in  the change process? Ind icate the percent of completion 
of each stage by p lacing an X on the continuum nearest the number that most 
accurately reflects you r  judgment. The number 1 suggests that very little has been 
done; the number 5 indicates that work on that stage has been successfully 
completed. 
1 .  Establish ing a Sense of U rgency 
.. Examin ing the market and competitive realities 
- Identify ing and discussing crises, potential crises, or major opportunities 
1 2 
Haven't begun 
Interventions needed : 
2. Creating the Guiding Coalition 
3 
More than 
half-way there 
4 5 
Successful ly 
completed 
- Putting together a g roup with enough power to lead a change 
- Getting the gro u p  to work together l ike a team 
1 2 
Haven 't begun 
I ntervent ions needed : 
3 
More than 
half-way there 
4 5 
Successfully 
completed 
3. Developing a vision and strategy . 
- Creating a vision to help direct the change effort 
- Developing strategies for achieving that vision 
1 2 
Haven 't begun 
Interventions needed : 
4. Commun icating the Change V is ion 
3 
More than 
half-way there 
4 5 
Successfu l ly 
comp feted 
- Using every veh icle possible to constantly communicate the new vision 
and strategies . 
- Havi ng the gu id ing coal it ion role model the behavior  expected of individuals. 
1 2 
Haven 't begun 
Interventions needed: 
3 
More than 
half-way there 
4 5 
Successfuffy 
completed 
( 
( 
5 .  Empoweri.ng Broad-Based Action - Getting rid of obstacles 
- Changing systems or structu res that undermine the change vision. 
- Encouraging risk taking and nontraditional ideas, activities , and actions. 
1 2 
Haven't begun 
I nterventions n eeded : 
6 .  Generating Short· Term Wins 
3 
More than 
half-way there 
4 5 
Successful ly 
completed 
- Planning for visible improvements in performance, or "wins." 
- Creatin g  the>se wins. 
- Visibly reco gn iz ing and rewarding people who made the wins possible. 
1 2 
Haven't begun 
I nterventions needed : 
3 
More than 
half-way there 
4 5 
Successfully 
com pleted 
7. Consolidating Gains and Producing More Change 
- Using increased cred ibUity to change all  systems, structures, and policies that 
don*t fit together and don't fit the transformation vision . 
- H i ring , deve loping , and promot ing people who can implem ent the change 
vision . 
- Reinvigorating the process with new projects , themes, and change agents. 
1 
Haven 't begun 
Interventions needed : 
2 3 
More than · 
half-way there 
8. Anchoring New Approaches in the Culture.  
4 5 
Successfully 
completed 
- Creating better performance th rough customer- and productivity-oriented 
behavior, more and better leadership, and more effective management. 
- Articu lating the connections between new behaviors and organizational 
success. 
- Developing means to ensure leadership development and succession . 
1 
Haven't begun 
Interventions needed : 
2 3 
More than 
half-way there 
Adapted from John P.  Kotter ( 1 996) Leading Change 
4 5 
Successfully 
completed 
( 
Confl i ct F ramework 
Conflict within and among groups of peop le is  part of l ife.  S ince it cannot b e  
avoided, leaders need t o  manage conflict constructively. T h e  conflict framework 
developed by the Humphrey Institute Confl ict and Change C enter suggests several 
strategies for leaders . This framework is intended to be adj usted to the p articular 
situation. 
I t  has four basic steps :  
I .  Be rooted in reality :  Work t o  hear different realities of the same si tuation . 
Is this conflict about Data, Relationships, Interests, Values, or Structure? 
What are the causes o f  the conflict? (See next page . )  
II .  Examine u nderlying assumptions 
Allow people to express their feelings (venting) 
III .  Create options (See n e x t  page . )  
IV. Produce action to "get on with it," which involves responsibil ity o f  all  
parties 
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TO B E  
may be o f  i nteres t :  
What is 
(pers pectives )  
R EAL ITY 
I V  
Act ion 
P lan  30% of the 
t ime ( I  and IV) 
Readings 
which 
• Fisher, Roger, and Brown, Scott .  1 98 8 .  Getting Together: Building a Relationship That Gets to 
Yes . Boston: Houghton Mifflin. 
• Fisher, Roger, and Ury , William. 1 98 1 . Getting to Yes: Negotiating Agreement without Giving 
In . New York : P enguin. 
• Rusk, Tom with P atrick Mil ler.  1 993 . Th e Power of Ethical Persuasion .  New York : V ik ing.  
Team Leadership:  Resourc e  
I t  always takes a group o f  
people working together 
with a common purpose in 
an atmosphere of trust 
and collaboration to get 
extraordinary things done.  
-James Kouzes and 
Barry Posner, 
US leadership consultants 
© 1 99 8-99 Reflect ive Leaders h i p  Center, H u mphrey I nst i tute of Pub l i c  A ffa irs ,  and U n i vers i ty of M i nnesota Extens ion Service 
Team Leadership :  Reso urce 
Confl ict Framework (continued) 
Causes and Interventions (Step 1 )  
Adap1ed by Thomas Fiutakfrom ChrisLoplzer Moore 's The M ed i at ion Process: Practical  Strateg i es fo r  Resol v ing Con fl ict, 1 986, San 
Francisco · Jossev-Bass 
DAT A conflicts are caused by:  
• Lack of information 
• Misinformation 
• Different views on what is  relevant 
• D i fferent interpretations of data 
• Different assessmen t procedures 
RELATIONSHIP conflicts are caused by:  
• Strong emotions 
• M isperceptions or  stereotypes 
• Poor communication or  miscommunication 
• Repetitive negative behavior 
INTEREST conflicts are caused by : 
• Perceived or actual c ompetiti ve ness 
• Substantive ( content) i nterests 
• Procedural i nterests 
• Psychological  interests 
VALUE conflicts are caused by : 
• Different criteria for evaluating ideas or behav iors 
• Exclusive intrinsica l ly  valuable goals 
• D i fferent ways o f  l i fe ,  ideology, and re l ig ion 
STRUCTURAL co nflicts a re cau sed by : 
• Destructive patterns of behavior or interaction 
• Unequal control,  ownership, or distribution o f  
resources 
• Geograph ic ,  phys ica l ,  or environmenta l factors that 
hinder cooperation 
• Time constra ints 
Possible DAT A interventions:  
• Reach an agreement on what  data are  important 
• Agree on process to collect data 
• D evelop common c riteria to assess data 
• Use third-party experts to gain outside .opinion or 
break deadlocks 
Possible RELATIONSHIP interventions :  
• Control expression of emotions through procedure, 
ground rules, caucuses, and so forth 
• Promote expression of e motions by legitimizing 
feelings and providing a process 
• Clarify and build positive perceptions 
• Improve quality and quantity o f  communication 
• B lock negative repetitive behav ior by changing 
structure 
• Encourage posit ive problem-solving attitudes 
Possible INTEREST-BASED interventions:  
• Focus on interests, n o t  positions 
• Look for objective criteria 
• Develop integrative solutions that address needs of a l l  
parties 
• S earch for ways to expand options or resources 
• Develop tradeoffs to satis fy i nterests of different 
strengths 
Possible VALUE-RELATED interventions : 
• A void defining problem in terms of value 
• A l low parties to agree to d isagree 
• Create spheres o f  influence with one dominant value 
set 
• Search for superordinate goal that all parties share 
Possible STRUCTURAL interventions:  
• C larify, define, a n d  change roles 
• Replace destructive behavior patterns 
• Real locate ownership or control of  resources 
• Establish a fair and mutually acceptable dec ision-making 
process 
• Change negotiating process from positional to interest­
based bargaining 
• Modify means o f  infl uence used by parties ( less coerc ion, 
more persuasion) 
• Change physical and environmental relationships o f  parties 
(c loseness and d istance) 
• Modify external pressures on parties 
• Change time constraints 
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The Iceberg Theory of 
Group Relat ions 
Most groups i n  conflict-habituated systems engage each other around observ­
able data-the outward behavior, the positions taken publicly. In fact, these are 
usually driven by the invisible phenomena-what's under the surface of the 
iceberg. The work of the third party is to bring what's hidden to the surface, so 
that it might be seen and understood, and dealt with directly. 
Observable data 
Hopes 
Needs 
Vis ions 
I nterests Intentions 
H istory 
Bel iefs 
Perceptions 
Wounds 
Fears 
Individua l and 
col lective experiences 
Assumptions Feel i ngs 
Worldview 
Culture 
Unresolved personal 
or group traumas 
� Principles to Guide Your Com,munity's 
., Asset-Building Efforts 
As you begin exploring how to shape your community's asset-building efforts, reflect on some of 
the guiding values of asset building. We consistently see that the most energetic communities build 
their initiatives upon certain core asset-building principles .  
STRE N GT H S  M O R E  THAN 
R I S KS OR D E FI C I TS 
lnst�ad ·of_focu$itig·�·n r�d'��l�g:pr�bi��s, risks:,:: ."· 
or deficits, asset building·focose5 on �uHdfog 
strengths. This approach doesn;t e liminate the 
need to address·:p.roblems or pfovide services ; 
rather it complements those·efforts. 
.- what ar.e ,sources. of str�n�:h for young peop le 
· · In your community? 
·· 
� How.can th·ey.'pe· ·c�l�br�ted and  enha nced 
through,.�sset .bu.ild'ing? 
R E LATI O N S H I PS M O R E  
THAN P RO G RAM S 
,ww�d::,�ril�,��ftt�� ' ��'a'b!out asset bui ld ing, 
: they.·offie11 assul'!le that th'eY. 'si m ply need to start 
riew pfo·grams. The 'daii:ger.in 'th.is approach is 
thatpeopl�:pre�vme. th�t.'.the prqgram-not the 
people,ofthe com:rhu'i:l1Wri�:·re�ponsibte for 
building;asse.ts� .Programs''.cah:be ,useful 
resoµr,ces''.for bulloing ..asse:ts�: equiP,ping people 
to bt:iitd�assets·� and stre:ngtherirng.relatio.nships. 
But they carhiot repface·the ·P, ower of a 
co.mm unity of peopl.e .who are' to mm itted to 
build ing assets in.,atl' aspet�ts ·of.their daily iives. 
. .. . How can you promote an emphasis .on 
strehgthening're1ationsnlps:within farnmes, . 
among· peers, wlthll'.l scho0Js,�u1p·other 
lnstltutions, ·and ·aero$$ geri·eratiO.ns? · · 
' J ;' 
ALL AD U LTS AN D YO UTH , N OT J U ST 
P RO FESS I O NALS AN D PAR E NTS 
As�et: b�itdfo� .. ��:pna;ik��,"i���i�rn.�iihvitl�§;·!:��� � ·.<':?'. !'., 
equi;P.Pi �g .atftyp�s · of.c:omm.Unitv: residents-induciing· 
p rofijssionals, , parents, :-0.ther·adults�:and -young 
pe-opte-to ,eootribute fo · th•HveU,beihg of children 
and adolescents. ' . 
"' How wilf an emph,asis on eogaging,.everyone. 
influ:ence your .tl'rforities and strategies? 
E N GAG E M E NT W I TH YO UTH , M O RE 
THAN S E RVI C ES TO R YO UTH 
'cbmvf\:l'�Mi�Jp· itr�ii�i��& 1ff1:i<i� '&uieWr��i��n$:;o·JWci{V ro 
"serv�·�:.!yoath or "mee�·yourig;·p�ople.�s :n�eds"-\.vhich 
can assume that youn�"pe.ople are· the consumers or 
recipients ofservices·� , not:resources. contributors, and 
leaders. Engaging youth :as partnexs.:l>Qosts· both authen· 
t icity and energy. �· 
' 
"' Where in your comrn:�·�itY"��y��o.ung,Reci_�le been 
engaged as partners..�J,�b .a,- 4µlt�'.{'-H'o�. :ta.� y�,u l��rn 
from and bu i ld on thostfefforts.fr'":> \. -: . . 
1 •'.' 
As i nd ividuals and  or ·' 
their own approache&:��Q.i .. ., . 
bui lding with in  the"cotilmttni ',' . , ,· ant:not 
to try to control or rha:n�i��their:�tlf orts:;As::Karen 
Atkinson of Ghild.ieir'-Fit?t :in·St.�:1o:uis'rPatk, · · 
fvlin n.�·sata, s(\ys!:.,�Give, if awa�;:Tbe··i�.ea•fsn't to. ·  
tiold th �n>ower or:"hold:�the;lkfoftn�ti'Qn.::once 
· · t hey own Jt', • . . that�s,:tb�tbfisf iesd.JlionTa'ithat 
we've ddne,tbe.· rJgbt:thicig;� · : · . . '· , ' 
I ' . t: ' .: � · ., ' .. •  ·'•,.J:-;�>. -:'.. ' . : , , ,\ /·• ' .. How: wlll you"b�lante;� r;ieed':fQ·(, cbnsjstency 
- and , coQr,dlna�ion am:cfQg :9SS�t�bfi,lf�ing 1 . 'efforts white :a l.so;promiltiog.'Hiini>vation? . 
�· H�w �ilt.¥p'ti g�i�:� wJ��o·�t .i&n���ktlng . 
,·otherstownership:�.o'd i:r.eath1it�? 
� . ,· . ,, . 
LO N G  TERM , 
N OT A Q U I C K  FIX 
-.:'r����\>ita�iff�1': ·.,�t�;:������� . . .. . ·�<>1.i< ·:/ i" · · for:. long�t�rm:ao.tron:·that:reao��zes1,�,b� ·· ,  · . 
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FOR MORE INFORMATION: All Kids Are Our Kids: What Communities Must Do to Raise Caring ond Responsible Children and Adolescents, 
by Search Institute president Peter l. Benson, describes how asset building is different from other youth-focused community mobilization efforts, 
as well as the principles that undergird an asset-building approach (available from Search Institute). 
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� How Will Your Community Organize 
.�, .. 
3 Its Asset-Building Efforts? 
The basic tasks of a community asset- building initiative are similar to 
planting seeds, tending them as they mature, and cross-pollinating 
where it makes sense . In other words, if you 're inviting people 
to join with you in asset building, your basic role will be to 
share the approach with them, be a resource as their com-
mitment grows, and connect them with others when 
doing so will strengthen their efforts . There are, however, 
many different ways to organize those activities .  
Take a "Bubble-Up" Approach 
Jerry Mogul of the Mayor's O ffice on Communi ty 
Partnerships in Boston explains : "I've been very reluctant to 
formalize some kind of citywide coalition . . . .  Then you start 
dealing with organizations, rules, who 's in, who's out, and roles . "  
Instead, h e  encourages organizations and sectors that take action. "It's 
j ust starting to bubble up, and we 'll see where it goes . "  
Link Existing Efforts 
When Sharon Rodine began exploring how to promote asset building in 
Oklahoma City, it was clear that the community didn't want another 
single-issue coalition. So they created what Rodine calls a " barnacle coali­
tion" and began infusing asset  b uilding into ''anything that floated by that 
was focused on youth . 11  She explains : "The asset approach provided an 
anchor to which a lot of groups could attach . . . .  It was value added . "  
Create a Community-Wide Coalition 
Many communities form an asset-building coalition or integrate asset 
building into the mission of an existing coalition. Boise, Idaho, created a 
strategic plan and a formal s tructure to support asset building . Five found­
ing agencies (the city, the YMCA, United Way, the maj or medical center, 
and the school district) are each providing staffing and operating support 
for a three-year period. 
EN GA-G I N1Ci YO·UTH 
AS :P4.TN'ERS 
Commun ities find particular .power when they 
engage young p eople as leaders, a Hies, a nd partners 
in asset building •. High s�hool students H arm,onie 
Mason of Ham,ptoo, Virgi.n ia ; a n d' Emily· Sitberste in of 
Mason City, iowa, share ins ights for effectively 
i nvolving youth : 
.. Get Them Actively Involved 
"You n eed youth input and h e'lp," says Silberstein.  
''You can;t do :.it yourself, a n d  you can 't, as an 
adu lt, do things for youth [without] their input to 
see w-hat's going -to work." 
.. Help .Young ·People ·Relate to Asset,·Building 
"Make assets cool," Mason says. "You ,have to 
make young p eople see h ow [assets] are impor­
tant to them, why you'fe do.ing what you're 
doing-make i t  .someth ing young people want 
to do." 
.. . Invite Youtlt:and Adults· to Work �ide :by Side 
"Thatls the whole key to the in itiative," 
Silberstein. says. "They look at us . . .  as people 
who have wonderful th ings to share. I can't 
tell you how great that is." 
.. Look Out for the "Cute Factor" 
Mason explains: ''Fi rst th�y were looking at us as, 
'Oh, they're so cute.' '' The team overcame this 
perception by being sure the.y were well prepared 
a n d  professional in their presentations to -adult 
audiences. 
• Prepare Young People .for Their Roles 
Silberstein says she has learned a lot about how 
to i nteract with adults and work with systems a n d  
groups in t h e  com m un ity. 
FOR MORE iNFORMATION: Written in partnership with young people. Step by 
Step: A Young .Persor)'s Guide to Positivll Communlty·Chonge offers practical 
steps for how youTh can plan nod lead asset-building efforts (available from 
Search Institute). 
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Capacity In ventory Examples 
Kansas City Neighborhood Alliance 
KANSAS CITY COMMUNITY BUILDERS 
My Personal Inventory 
�i��)}f,':f >�:\;;��;1l)1���%;}:;f �!��J.113.;;1k�· ;:: �t<:\1:,?2a{f \�iJ�:}:·i·���1:;!� t;!3:zi����J 
Child Care 
Cooking 
Cooking for large groups 
Catering 
Carpentry 
Gardening 
Painting 
Electrical Work 
Plumbing 
Nursing 
Caring for older people 
Mentoring children 
Mentoring youth 
Desk top publishing 
Word processing 
Drawing and art work 
Coordinating volunteers 
Distributing newsletters 
Playing sports (which ones) 
Coaching sports (which ones) 
Office work 
House maintenance work 
Yard work 
Appliance repair 
Singing, playing music 
Art and craft work 
Telephone calling 
Knitting and crochet 
Sewing 
Hair cutting, braiding 
Installing alarm systems 
Starting my own business 
Transportation for adults 
Transportation for children 
Driving truck, bus 
A Community Building Workbook © 1997 Kretzmann & McKnight 
� Capacity In ventory Examples 
Kansas City Neighborhood Al/Janee 
CONNECTIONS I HA VE IN AND OUTSIDE MY COMMUNITY 
Churches 
Schools 
Neighborhood 
Associations 
Youth programs 
Community groups 
Social services 
City Council Members 
City Departments 
A Community Building Workbook © 1997 Kretzmann & McKnight 
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Capacity In ventory Examples 
Kansas City Neighborhood Al/lance 
IF I COULD DO ANYTHI NG FOR MY NEIGHBORHOOD I WOULD: 
I mprovements o n  my home I want to make are :  
I mprovements t o  m y  yard I want to make are : 
I mprovements needed ·on my street a re :  
I mprovements in  our  neighborhood park o r  neighborhood i n  general 
are :  
CONNECTIONS WITH MY NEIGHBORS 
I am wi l l i ng  to . .  
meet with and get better acquainted with my neighbors 
help develop a plan for my block and surrounding neighborhood 
help with neighborhood clean-up 
look out for my neighbors 
help with a crime watch 
become a leader · be a 'worker bee' with leaders ___ _ 
S i g n e d  __ : ______ _ A d d ress �: -------------------
D ate ::..........., _____________________ _ 
A Community Building Workbook © 1997 Kretzmann & McKnight 
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Decis ion-Making Strateg ies : 
Affi n ity Mappi ng 
This technique may also be known as "Sort by Category'' or "Affinity Diagram." 
This is a quick, efficient way to organize brainstormed materia l  and start to 
narrow it down so the group can work with it more easily. One version is to 
have the group brainstorm ideas, which are listed on tlipcharts by a recorder. A 
variation that makes the concepts more portable is to have individuals list ideas 
on large note cards. Large (4 x 6) notepads with sticky strips make it easy to see, 
move, and sort ideas . 
How It Works 
I .  Once the ideas have been generated, have the group scan the brainstormed 
lists and identify major categories. Try to keep it between five and nine 
categories if  possible .  Us� sub-categories if  you must. 
2 .  Put a clear category title o r  uheader" a t  the top o f  fresh blank sheets of 
tlipchart paper. The headers should make sense standing alone. 
3. Have two or three volunteers sort the listed items into the categories while 
the group does something else . Sorting can be done by re- listing onto note 
cards or by cutting up the lists with scissors and taping the ideas to new 
sheets.  Other group members may take a break while  the sorting is being 
done. 
· 
Cautions: 
• Don't give the sorters more than 1 o minutes. 
• Avoid using a larger group to sort; it will take more than double the time. 
4 .  Have the large group review the sorted l ists and adjust. 1 f  one item seems to 
belong in more than one category, put it in both. 
5.  Once categories are identified, they may be prioritized and put onto a meet­
ing agenda or assigned to a work group. 
Variation 
This tool is also useful in a chaotic situation when broad issues or them es must 
be identified.  It is then called an Affinity Diagram. The Affinity Diagram al lows 
the whole group to do the sorting. This takes more time but allows the entire 
group to make sense of the patterns within the specific concepts .  Individual note 
cards are used and then posted on a large wal l  or white board. The group moves 
past the board and puts items that seem to be l ike others in one location.  The 
group continues to move past the board until all  concepts seem to have been 
clustered. Then,  headings are assigned to the idea clusters. 
Adapted with permi ssion from The Facilitator's Tool Kit, Lynn Kearny. 
Sandwich Activity Facilitator Instructions 
Timing 
Facilitators should break the main group up into smaller groups no more than 8 people. 6 
per group is a good idea, but if the number is more easily divisible by 8, less groups 
would be better. 
Be sure everyone has a writing implement, a stack of cards and a handout with the 
sandwich information. EACH SMALL GROUP SHOULD HA VE ONE ACTION 
PLAN HANDOUT. 
Introduction 
This exercise is a way for you as citizens to work together to come up with ideas on how 
to proceed in your community regarding this issue. PLEASE TAKE A MOMENT TO 
INTRODUCE YOURSELVES WITHIN YOUR GROUP. Each group will have 5 
minutes to talk among yourselves and decide what part of this issue or what direction you 
want to work on. At the end of the exercise you will  have an action plan to present on 
how to help the Faribault area move ahead with regard to this issue. 
5 minutes to decide on topic 
Exercise 
At this point you begin the exercise. This is to help everyone think through the idea or 
topic and come up with a workable plan that is acceptable to the group. Start with the 
HOPE card. Explain what they should be writing (from the sheet), then let them know 
when they are finished they should put that card on the bottom of the pile. This is a timed 
exercise, so they need to put down their thoughts as quickly as possible. 
Time 2 minutes per card. If people are done in a shorter amount of time, cal l time earlier. 
When time is called, be sure they have put the card at the bottom of the stack. THEN 
HA VE THEM PASS THE WHOLE ST ACK TO THE PERSON ON THEIR RIGHT. 
Continue this for all 8 cards. 
Summary of Opinions 
The group should now have 6-8 completed stacks of cards. They should separate the cards to put all "Hope" cards together. Lay out all of the Hope cards and Jet the group read them all and pick ONE (or two if they are really stuck) that most closely represents the group ' s  feelings. 
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Building an Action Sandwich 
Bui ld your Action Sandwich from the following ingredients: 
Card 1 HOPE Write a specific hope for the community on you r  top card, even 
if it sounds very am bitious. Examp l,e: "I hope that every child in 
I 
our city can have access to an exceflent education and the sup-
port of caring adults." 
C ard 2. FEAR Write your worst fear a bout the situation.  Example: "I am afraid 
that chi ldren waiting for the school bus could be caught in the 
crossfire of a drive-by shooting." 
Card 3 PASSION Write what moves you deep ly about the situation. Exa mple: "I 
am furious when I hear that h igh schools are g raduating young 
people without basic ski lls." 
( Card 4 .. ROLE Write how you see yourself part icipating in this effort. 
Card S TIME Write how long you th ink  it  wi l l  take. 
Card 6 MONEY Write a nything you know a bout the n eed for, or avai labi l ity of, 
funding. 
C ard 7 FACT Write one thing you know to be true a bout the s ituation that 
has a bearing on the outcome: "I read that only 20 percent of 
parents actually attend. parent-student conferences at the local 
elementary school, yet parental participation is a key factor in 
children's success.'' 
Card 8 REALITY Write your version of a realistic goal statement. Examp le: "If 
employers in the community would let parents leave work for 
pa rent-teacher conferences a nd make up the time on the job 
later, parents would be more engaged in their chi ldren's educa-
.. tional experience at school." ( 
Adapted from Nan Booth. Meering Room Games: Gerting Things Done in Committees 
(Saint Paul, MN: Brighton Publications, 1 996). 
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Main Topic: 
Chosen Topic: 
HOPES: 
FEARS : 
PASSION: 
ROLE: 
FARIBAULT WORKSHOP 
ACTION PLAN 
TIME : ( 
MONEY: 
FACT: 
REALITY : 
SUGGESTIONS : 
